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Extending the Challenge:

\

Working Toward a Common Body of Practice for Teachers

>

3 - . ' )
\;{ &~ .
Concerned educators have always wrestled with issues of excellence and
professional development. It is _ardued, in the paper 'A Common Body of
Practice for Teachers: The Challengé-f Public Law 94-142 to Teacher Edu- . e
cation,'™ that the Education for=All Handicapped Children Act ok L%]S pro- o

* vides the necessary impetus for a concdrted reexamfhation of teacher educa-
tion. Further, it is arqued that this reexamination should enhance the

protess of establishing a body’of knowledge common to the members of the

-

teaching profession. The paper continued, then, by outlining clusters of
capabilities: that may be included in the common body of knowledge. These
clusters of capabilities provide the basis for the following materials.

The materials are oriented toward assessment and development. First,
‘ a2

>

rating scales, self-assessments, sets of objectives,

s

the variqp§mcomponents,

and respective rationale and knowledge bases are designed to enable teacher
- : ~ \} . . —

educators to assess current practice relative to the knowledge, skills, and

commi tments outlined in the,aforeméntioned paper. - The assessment is con-

} 9 o

ducted not ﬁecessarily to determine the worthiness of a program or practice,
but rather to reexamine current practice in order to articq[a§é/essential
. f a I -

common elements of teacher education. In effect then,. the ichalTenge"

paper.and the ensuing materials incite further discussion regarding a

. N . ~ =
-common body of practice for teachers.

Second and closely aligned to assessment is the developmental perspec-

- tive offered by these materials. The assessment procgss allows the user to

‘ . N : . '.d.

*Publ.ished by the American Association of Colieges-for Teacher Educétion, S
Washington, D.C., 1980 ($5.50).- - . %
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view current practice on a developmental continuum. Tgerefore, desired
or more-approprﬁ?telpractlce is readily fdentifgéble. On another, perhaps
more important dimension, the ''challenge'" paper and these materials focus
J?scussion on pre§edvice teacher education, In making decisions rééar&ihg
a common body of practice it is essential thgt specific knowledge, skill,
and commitﬁent be acquired‘at the presequéﬁéfevel. It is aigo.essential
that other additional specific knowledge, skill, and commitment be acquired
.as a teacher is inducted into the profession and matures with years of
experience. Differantiating among these levels of professipnalfaeveIOpment
is paramount. These materialé can be used in forums in which focused dis:
;/p\\ cussion will explicate better the.necéssary elements of preservice.feacher
education. This explication will. then aliow mor €& pr;dbct;Ve aiscourse on
the necessary capabilities of beginning teachers and the necessary cap-
T
abilities of experienced feachers.
In brief,.this work isiqn gffort to capitalize on?the\creativ? fer- ~,
ment of the teaéhi;g_proféssion in striving toward excefience and profes-
sional development. The work is to be.viewed as evolutionary and formative.

. ! \ A}
Contributions from our colleagues are heartily welcomed.

S
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_ ~This paper presents one module in a,%eries of resdyrce materials '

5 -

which are designed for dse by teacher educators. The genesis of7these

-

- : -
materials is in the ten "clusters of capabilities,' outlined in the SN -
paper, ”A'Commop Body of Practice for Teachers: The Challenge of .
Public Law 94-142 to Teacher Education,' which form the p}oposed core

» - ‘

of professional knowledge needed by profg:siohal teachérs who will s
. ! ] . \ -
practice in the‘world of tomor}ow; The resource materials are to. be '
used by teacher educators fo regxamine énd enhance their current prac-
tice in preparing classroom teachers to work competently and comfort-
ably with children who have a wide range of indiQidual needs. Eafh
Q@odule proﬁTdes.further elaboration of a specified "gluster of cap-

abilities'" - in this case, psychological education: instructional

approaches for teachers.

e
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Within this moduTe are the following components: NN
_ . . ' - * Page
v '
Set of Objectives - The objectives focus on the ‘teacher educator . v

rather than as a student (preservice teacher). They identify
what can be eXpected'as a result_of working through the materials.
' The objectives whicﬁ-apply to teachereaare also- identified. They
h are statements about skills, knowledge, and attltudee wﬁich shogld

be part of the “'common body of practice' of all teachers.

Rating Scale :) Scale is included by which a.teacher educator’could, - ovild
{h a cursory way, assess the deg;ee to which the knowledge and
oractlceé identified in this module are prevaleht in the exis{ing
teacher-training program.- The raéing scale also prolldes a

catalyst for further thinking in each area. o

-

Self-Assessment - Specific.test itéms were de&el0ped(to determine ' vilti
a user's working koowledge of the major concepts and principles
- in each subtopic. The self-assessment may be used as a pre-
"assessment to determine whether one wowld flod it worthwhile to. i
t go through thelmodule or as a self check, after the materials
have been worked through The self—aseessment items also can

serve as examples of mastery test questions for students

v “

Rationale and,KnoWledge Base - The‘body of the module summarizes < 1
the knowledge base and empirical support for the_selected topics
¢ on psycholegical edocétion. The more salient concepts and > o
strategles are reviewed. A few brief simulafioos/activiti S )

hazf been integrated with the rationale and knowledge. base.

- 1 . ) l . . - .

Resources - Following the list of references is a partlal biblio- R ;51
graphy of |mportant books and articles, activities, organ*za- |

tions, and tapes related to the topic

Articles - Four brief articles accompany ‘the- aforementloned 68

components. The articles support and expapd on the knowledge

base.
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Objectives o ' B i | X |
. o ' 3 T . |
Upon. completion of this module you will.be better ablé to: ;o
. | 1. Understand the dual mission of education éo promote both- the - !
psycholbgicél ana academic development of students.
2. Deveiop an understanding of thexpreventive mental health
: raéionéle for psy;hoIOgicalleducation“\\:
‘3. Understand how psychological education can enhanc® dca emfc
. educ;tioﬁ. ' 4 |
’ b, Iﬁentify the desired int?gration bet@een.psychological and :
| academic education. .
5. Un&ersland how pe(sonal problems can jnterfere with.académic
\ .

learning. |
6. ldentify the basics of twelve different approaches to psycho- ‘ .
logidal education:

Humanistic Education

Curriculum of Concerns

Interactive Process-of Education

Rational -Emotive

Human Development Program )

Intentionality and Human Relations in the Classroom
Classroom Meetings

Deliberate Psycﬁblogical Education L N
Values Clarification . : . -

Achievement Motivation Workshop '
Peer Counseling _ ) , .

Student-Centered Teaching: . . _ -

-

0

7. ldentify.selection criteria for psychological education

e
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- Reasonable Objectives for Teacher Education ~—-

-

A teacher education program should enable prospectiye teachers to’

C

become familiar with the following areas in order to expand their
¢ Y )

understanding of psychological education:

1. The' psychological and academic¢ purposes of education.
8

2. The degree to which one's mental health infUﬁépCes learning.

3. Psychological problems which interfere with academic learning.

h. The extent’to which the teacher's self concept and psychological
security contribute to the application of psychological education

" approaches.

5.. The extent to which the teac%}r's professional role tnhibits or -

enhances fhe.application of psychological education.

~
L

6. The identification of psychoTogical education approaches which

are best. used with different pupil pbpulations.'

4 ~
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+ sRating Scale for the Teacher Preparat;Ekxfrogram - 3

Check the statement that best deScrfbes'the level of your present

- tedcher preparation program in the area of psychological education. //

’

1. Teacherdpr;pafétion students have no knowledge of
psychological education's) rationale and.instructiénal
approaches.

2. Teacher preparafidn students have been introduced

to psychological education's ‘rationale and

< -

f 4
instructional approaches.

3. Teacher preparation students have had' specific

learning experiences in psychologica) education®s

\ ~—

rationale and insﬁ;uctional approaches.
. . .

4. Teacher prepgration students have:had.a broad

-

didactic training in psychological education's
. \ .
rationale and instructional approaches.
5. Teacher preparation students have clear knowledge

‘and practical skill in psychological education's

~rationale and instructional approaches.



Circle one answer
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SELF-ASSESSMENT -

+

1.

2.

3.

b,

Psychological education'deals with:

an oo

The studént's developn@ntal concerns which affect learning

A review of significant psychological experimental studies

The application of behavior modificatlon techniques in the .
classroom .

O oo

d. The school counselor S theory of counseling

Psychological_education has also been known as:

Homeostasis education .
Self concept education
Affective education
Congruent education

Proponents of humanistic educatiom are:

a. Adams and Contini
b. «Weinstein and Fantini
c. Leverson and Fitch

d. Abrams and Wooten

Which of the following characterizes Borton's Curriculum of
Concerns? : :

- L
Who-what-where-why-when?

What is the meaning of my life?

Feel ings myst be controlled by reason

What-so what-now what?

ad oo

The interactive process of education focuses on the teacher as a: . )
Uiaison regarding parental concerns
Group process facilitator
Psychomegrician

Locus off inquiry determiner

ad oo

The rational-emotive approach-is closely associated with:
Positivism | v ‘
Existential ism
. -Gestaltism
Freudianism

ao oo

10
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7. A component of the Human Development Program is:

The Magic Circle

The human triad
‘Psychodrama ~
Empty chair technique

ao oo

4

R 8. A component of the Intentionality and Human Relations Curriculum is:

The improvement of the teacher-parent partnership:
Teacher's personal disclosures

Improving one's self concept 6/ |
Thé generation of alternative behaviors

Qo oTow

-
AN

9. Deliberate psychological education has evolved f rom:

- a. Adlerian psychology o ﬁ&
b b. Inferential psychology - i
c. Developmental psychology
d. Assertiveness training S “
10.. Values clarification received its impetus from the stages of moral
development research conducted by:
, a. -Krumboltz
b. Rogers
c. Lewin : .
d. Kohlberg . _ a
11. Attending, experiencing, conceptualizing, relating, applying, and
. internalizing are six steps which characterize:
a. A humanistic encounter workshop b
b. An achievement motivation workshop
. c. A basic encounter group ‘ -
d. A Gestalt feelings workshop '
) 12. Peer counseiing has evolved from the knowledges gained ,in:
a. Group counseling
b...Individual counseling :
. c. Organizational behavior -,
- d. Environmental interaction research ¥
. 13. studdht-centered teaching relies on the teacher's:
s a. Empathic earing for students ’
b. Diagnostic skills
c. Measurement skills
d. Knowledge of behavior modifiqgtion techniques
. ¢

“

* ‘-_ - . . .
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Match the following

W, student-Centered Teaching ) a.
15. _ Curriculum of Concerny~ | b.
16. ___ Deliberate Psyghological Education C c.
7. CI;SSfoom Meetings L ?7'
18. - Human Developmenk Rrograh ' e.
9. Rationa}-Emotive.A;é;qach : ] f.
20, Interactivg'Pro;ess of Education ) % g.-
"21. ______ Humanigtic Eckcation ) ‘\\ _ h.
22. ) Intentionality and Human Relations B

in the Classroom

23. _ Values Qiarification .
24,  Achievemént Mativation WOrksh;p o k.
\ 1.

’ .m.

" .

“Circle True or False

25. Our nation's schools-have maaz/; ¢lear commitment to the
importance of psychological education.

26. The National Associatdfon of Secondary School Principalé
has made a clear commitment to the importance of
psychological educatton. :

'27. Psychological .education is aimed at helping students to
. deal with personal problems which interfere with academic

learning. |
28. A person must be licensed by a statéib0;>d in order to
engage in psychological education.

12

.-————.—""/‘

Ellis

_Giasser

Simon

Rogers -

Mosher and Sprinthall

Alsthulef

Ive9 and Alschuler

"Skinner

Weinstein and Féntini
Piaget

Bessell and Palomares

Gagne -

Gorgman

\

T F
T F

T F
T F

B U L




29.

30.

31,

32.

33.

34,

35.

36.

37.

38.

39.

4o.

-xi-

Psychologlcal educators mudh have an undergraduate degree -
in:psychology in order to engage in psychological education.

Psychological education is complementary to academic
education.

Psychological .education is a preventive intervention carried
on by the classroom teacher. - .

Psychological education recognizes that the relationship
between intellect and affect is indestructibly symbiotic
and makes good use of this relationship

Psychological education does no enable students to improve’

their compunication skills.

" Psychological education is supported by/r;;aarch evidence
~ supporting its effectiveness. '

Psychological educatjon-is characterized by a uniform set’

of procedures for apflication in the classroom.
(

Peer tutoring is not part of a psychological education
program.

In moral education discussions with students the teacher
is required to take a stand on certain moral issues. -

A game of ring toss can provide psychological education
learning experiences for pupils, .

A knowledge of psychological education has always been
|mpIIC|t in excellent teaching. .

-

Classroom meetings are a form'of psychological_education.

3
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INTRODUCTION TO PSYCHOLOGICAL EDUCATION

o

' N

»

Psychological eddgation is'the process of helping students to

understand, deal with, and overcome current. 'normal and developmental

problems which interfere with their personal and social developmeht.\“

« .

It is a commitpent by educators to attend to these problems during | ,

——_—

the students' formative years so that thex_wilf not be débflitating-

~ during adult years. Too many persons haveqpassed throudgh our schools .,
.- ) ' * o :-.14 : : \ " ’ .l
without receiviﬁa this attention from teaﬁber§f§nd they lead adult
o . ue o b
. lives filled with @ lack of meaning, worries, fears, anxietids; frus-

trations, and poor sel f concépts; " Some of thése persons ané\part of

U -

the human tragedy we see in our daily neWépapers; They ‘contribute to .

L

. " ' o ‘ - . l .
the inhumanity of persons against each other through crime and vio-
* lence. Most of their names neverqappear in a newspaper but they com- o

prise‘the large number of unhappy, confused, and dissati§fied workers,

-

) — _ o
husbands, wives, brothers, sisters, uncles, aunts; and cousins who -\

populate every town and city in our nation. They aie the persons who
: s
B - &

cannot derive satisfaction from their work or families. They are the

persons who grope through life not knowing how to respond to the ques-

tion, '"Who am | and what is the meaning of my iife?“ They are the

- persons whom our schools have educated. L
]

The academic requirements of the curricula of our schools have

been good but insufficient. Certainly an adult ‘expected to make one's

]
a , , o _ J

~ : L 2
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iﬁway in the world must be educated in those academic fundamentals which
& A
‘ . enébléstqit Journey to take place., But such an education only does

half the job. It prepares persons to survive but it does not prepare

them to live; to -live an adult life which is persdha]ly and socially

:

. ' , _ \
enriching; to l}ve an adult ljfe which is an answer to the question,

'""Who am | and what is the meaning of my life?"
Psychologikal education is not meant to replace academic educa-
tion. It is meant to'complement academic education SO'that:_for the

first time in our educational histdry, we gifl truly be educating

[

¢

Tl the whole person; not just the rat}onal berson but the whole person
who is both ratibnal and affective. The whole'person who has a mind

but also has inner feelings and emotions which influence how that

I}

-
Ay

mind functions.

There are too many-boys and girls sjtting in too many classrooms ’

who are not profiting from this experience we call education. They
: . '
* M o he

~are not profiting because we have only been training them to use their
minds instead of educating them to monitor those feelings, attitudes,

/ - and behaviors which influence the mind. - We assuhe that if a student
. . R : e

knows the academic facts of an educatignal experience that dhe student

AR , : | |
\\ . “has been educatad. We fail to realizesthat a full and adequate edu- '

»

cation attends to both the needs of the mind and the needs of the

- ’ ‘psychological person.

Students who have been exposed to psyéhologigal education have a
' o “~

higher level of motivation and interest in an academic curriculum,

1
@

_\A/"

1~
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‘They are at peace with themselves and that curriculum. They are at

L]

Reace with themselves because they also know how to act and react to
the psychosocial-requirements'of a situation and its relationship to

the .enhancement or debilitation of the self. They afe more complete

Al
-

persons. Their minds have been expanded but so has their psycho-

social awareness. They have been exposed to psychologicai edhcation.
° ~ . - .
: ' Skovholt (1977, p. 472) helps us to understand the meaning of psycho-
. . logical ‘education when he indicates that it is an: |
educétionalzlnterventioﬁidesigned specifically
to promote personal learning and psychological com-
. » pgtence. The integration of academic learning and
%grsonal experience sePye as the primary vehicle for ° .
achieving these goals. ‘In fact, psychological edu-
cation is often.defined as equivalent to this in-

» . tegration of intellectual and affective material.
. Ry

Psychological. education recognizes that the relationship between
N inteMect and affecé is iddestructibly.symbiotic ;nd makes good use
of thisirelationéhip. Psychological education islthe deliberate and
conscious procesé.of iqtegrating affective qnd-cognitlve elements hr
“individual and grodp learning. It“is a curriculqm in personalrand
human dev$IOpment; a comprehensive use_ot_edhcational qXLeriences de-
signed to affect personal, behavioral, ethical, aesthetfc, and philo-
sophical deveIOpment'(Mosher & éprintha]], 1971). It is an educa-
tionél process which encourages studénts to §elect their own goals,
anticipatelalternative-experiences, choose among them, and-de9¢10p

effective ways for achieving goals (Ivey & Alschuler, 1973, p. 592).

e

~
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A basic objective of psychological education is to make personal
development a central focus of education. In-order to accomplish this
it 1s necessary to disseminate the special skills of helping, counsel -

ing, and problem solving to the widest possible audience of students

and teachers. Psychological education also includes in tke curriculum
a number of largely cognitive learnings oreWn from the discipline of L-(*d
psychology, i.e., the principles of psychological growth. It is the .
means through which a vgriéty of apptoaches to'experientiel learning ‘
can be utilized to personalize the. more intellectuil content ln es-
sence, th|s means laboratory work which enables students to be aware, e
to identify feelings, to accurately perceive people, and ‘to better
understand ;hemgelves. It also means -assisting students_to listen to
i others, to respond to the feelings of others, to make decieions, and
to develop a personalized view of life (Pine & Boy, 1977).
o Although at the present time there are no uniform procedures rep- ‘ \J'g
resenting.psychOIOgical education, a tentative.classification of rele-

o

vant experiences can be made. These experiences would include creative
< a ° -
experiences involving one's fantasy life, nonverbal exercises, develop—
ing and exploring an individual's emotnonal responses to the worid and
living fully and intensely in the here and now. Some activities which (/“
might be useg are film making, community work, peer tutoring, communi- '
cation and helping ski*ts and the arts, drama and dance, group process,

- e

*and counsel ing experiences.,

18
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(1)

(2)

3

ly planned academic program. Howevef, this has not been the case. To-

N -5-

Ivey and Alschuler offer the, following as'éxémples of psngolog;

educatlion (;§<3, p. 5887% AR V4 |

A small group of children are sitting with a teacher. They are

asked to tell about one thing which they enjoyed during the past

week. As the children share experiences, others listen atten-

tively. The teacher is supportive but makes no value Jjudgments.- .

3 .
Later the children silre tbeir concerns and their enthusiasm.

A junlor high school class is playing a ring toss game in which
each student decldcs how far to stand from the.peg in order to

~

make a ringer.' The teacher notes the level of aspiration of

each participant, and this information serves as the basis for

. discussion of achievement motivation. In this game-the students

learn both about themselves and others.

Some high school students have just returned from a senior citi-

s

zéns'/;enter: They are taking a course in basic helping skills.

The course includes video-taped trainfhg in communication_skills,
¢ . ] . }\\
a variety of personal growth exercises, and information on or-

’ *

ganizational development. The class project Ts aimed at devel-
oping an ongoing recreational and counseling prograg_for the

community. ‘ 'i_
Y. ' ‘ ’ _
Unti] now, it has been assumed that healthy self concepts and posi-

tive p%ychologicql growth would be the natural‘byfproducts of a careful-

5
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2

. day, it seems, the longer ‘the pupil remains in school, the more the .
'pupil’s_intrinsic interest in learning may decline. In urban ghetto

schools, negative self concepts tend to increase with the amount of

N

time spent in schools. Schools appear to foster the decline of per-

sonal efficacy and prejupiced thinking. There is a continuing schism

between young peopie and those they consider the ”establlshment "

Increasing unrest, incidents of violence, drug use, dropouts, runa-

ways and an increased number of policemen in many of our schools con-
AN

.stutute %.reality in contemporary society Wthh commands our immediate

/

. attention. . oo
The causeﬁ of our general- failure to-promote positive and healthy
oerSonal/sociaI development during the school years‘are numerous and
complex. We have a'breakdown of Iaw.and an increase in disorder;
there is a dlsintegration of the sense of community and at the same

J time, an erosion of marrlage and family as a meaningfui SOC|eta| unit;

and there is an uprooting of past traditions, with increasing aliena-

<y .

¥ .
tion and “atomization”_of stabilizing orders. These phenomena tend to

generate anomie -- a feeiing of helplessness and hopelessness} And,

because youth is in a state of development duging the school years, it
. .

is more profoundly affé‘ted by such problems.

=¥ Until Fecentiy, we, have misdiagnosed the problems of society by”

treating victims of inhumane insthtutions, instead of mobiiizing our-
seives and others to’ restructure learnjng, interpersonai and intergroup
'reiationships and schools so that there will be more-healthy human be-

ingsyand fewer casualties .(Ivey & Alschuler, 1973, p. 591).

')().
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Since the school is one institution in Western civilization that

7

most markedly affects the human, condition, it follows that the great-”
est potential for change and significant improvement in our individual
predicaments;and in our dilemma as a society lies in the school. If
we can change what_happens'in schools, we may be able to ameliorate
some of the deleterious effects of a narrewly focused education and

substantially contribute tqward'improving the human condition.

!

Weinstein and Fantini (1970) indicate this when they say:

Y
&

Education in a free society should have a broad human

+ focus, which isﬂ?est served by educational objectives
resting on a per'sonal and j} &Frpersonal base and deal-
ing with students' concerns This belief rests on

K r ‘ philosophical and moral grounds, but it alsg has .
-plainly practical |mp|ications in._terms of the price S . —
[ - a society pays for negative -social behavior -- crime,

discrimination, tensions, and, ultimately, widespread

pathelggyﬂ

Whats is being sought through psychological education is not ex-
L . P Lo * ' ' e \

actly new as Brown (1971, p. 249) jndicates:

~ | - ‘

Actually, affective techniques are not much different ‘ /
from what good teachers have done since teaching began. : —
By promulgating confluent education and its affective
dimension; we are only making explicit what has long

= been implicit in excellent teaching. _

N ] \ ) }
APPROACHES TO PSYCHOLOGICAL EDUCATION o -
o o . . bl “‘
Humanistic Education - d o . P

. Weinhstein and FantTni (1970) identify three.meortant concerns

shared by most children: concerns about self-image, disconnectedness

2

O - . . 2 1

R
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(how one fits or does not fit.into §;e's world or the whole scheme of
things), and control over one's.life. These may be shown in different
N '

ways, dependithg on a Student's'culfural background or developmental

ievél, but they are evident in all school-age chlereq. Part of the

"

teacher's job is to discern how they are expressed, and to respond to
? A

them in the course of the lessons. Many examples gould be cited and

most people could think of several where an item of immediate concern \

)} - [

and interest to the students.was ignored or squelched by a teacher as

' »
a digression from the lesson, even when it could easily have been in-
LY : ‘ Ly . i .
_ o,
corporated into the lesson as an added learning experience. Weinstein

»

apd Fantini indicate that students are more interested in these 'di- ‘ '
" ‘gressijons'' becausée they often relate directly to themselves. ~Moreover; . :
“ . : . = .

their subsequent behavior is more likely to be affected directly by the
learning that takes plaée. Re)evance, then, becomes a matter of func-

-

- I
tionally linking extrinsic curricula to basic intrinsic concerns and
t

feelings (Weinstein'& Fantini, 1970, p. 29). t )

Following are the major elements in the humanistic approach:

(1) 1dentifying the learning group: the teacher must analyze the

social, economic, ge09ra§2;c, éultu}al and ethnic, as well as

developmental level background (sfmilar to Piaget's theory? of

the ciass. | S Iz -
(2) ldentifyin§ shared concerns: what concerns does the class

have as a group?

T
¢ . ’

e s i emmc i eeam o e e PN e - P v e - . - . .- L G e o ....-‘._.'.-..-..__'__};*25.
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(3) Understanding unde}lying factors: how do the children manifest v

Qhégr concerns and their behavioral changes, qbét different
- ., ] - §F ! Yy .
ngs do they have of expressing them?

[N

(%) Orgéﬁiiing ideas: teachers may construcé‘;xcellent leésons

8 ar§.und core themes linking them to other lessons. ''Hooks'' or

'

. ideas help order the children's experiences and help the
teacher utilize theéir feedback more effecti#ely,

’SS) Content vehicles: may be traditional subject§ or mé:e non- /

v

y traditional ones, such ag classroom or out-of—c1a$5roo€‘{pci-_

dents affecting ‘the students, media or field trip experiences,

or the children themselves. *

(6)* Learning skills:  examples include evaluating, problem solving,
< 7
~hypothesizing, planning, predicting, finding alternatives, and

3

. _
self- or other-awareness. These are a means to an end, not an
end in itself. Critical thinking and other process skills

clearly are important for the learner, chiefly in helping the

learner to handle personal concerns, not for extrinsic uses,

" AN

s %h asé@nalyzing the causes of a war or classifying rocks or
insects. Developing a series of awareness skills organizes

affective learning, and the authors give a sample of the

L)
» ’

~student's participation in the process:

- recognition and desgription of what is happening
- understanding of how othersj do the same

- comparison of responses and feel ings

- analyze varied responses and consequences

- test alternatives '

- make decisions

e ey e e e e e e . s e e e bk



-10- \

(7) Teaching procedures: procedures should be based on the pupils'
learninéﬁgtyle, which the teacher ha? observed and deduced from
analysis of their backgroundg. Whatéver the procedures selected,

teachers should dévelop interaction sysiems that support the

.
LA

learner emotionally and strengthen fé;lings of self-worth. -
(8) ’Fvaluation: the teacher evaluates the-teaching and learning
. eXpérience pefiodfcally: Questions the Feacher may ask are:
Have bgbaviors changed? Were the content vehitles the most

o _appropriate or aYe there better ones that could have been used?.

Were the skills and the teathing procedures the best to achieve

“the goals_g}iginally set?

Weinstein and Fantini do not® ignore content whi is implicitly
provided for in the teacher's goals for the class. Their model for
teGching deserves’ study and practice, and allows for the fu]l range

' of affective and cognitive learning, emphasizing the emotional in-

volvement of the teacher and student in the process.

Curriculum of Concerns

4

Borton's (1970) affective learning model is three-tiered.” He
was concerned with follow-up-learning after ev;luating his expertence
with a summer project in Philadelphia which made great use of affective:
rlearning techniques in combination with open educatipn approaches. The
experienée for teachers and gtudents was a good offe, buf some problems .

were identified through feedbackhfrom students who had partitipated in

T
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the prdgram. As one girl put it, she was happier but uncomfortable

outside of the summer project school because.she was not frée as she

had learned to be there, and did not know how to bé happy when she
< £
was not free This suggested to Borton that something had to be "

added to the learning experience to help students carry through and

resolve problems connec ted with the changes in themselles. oos

.
"

He developed the What-So What-Now What system of learning. What
conndtes sensing a new stimulus or experience; So What is the trans-
forming of the stimulus ‘into some kind of meaning for the individual; v

) : .

Now What is the "Acting function that rehearses pessib]e actions and

picks one to put ipto the world as an overt responsE" (Borton, 1970, p. 78).

o

Borton conclugid that teaching students how to handle their concerns
and feelings and to understand and be responsive to others around them ////
is not enough. 'Bringing such concerns to the surface without provid-

ing a means (a process) for dealing with them can turn a curriculum of -

5 . 3

' : 4
concerns into a curriculum of anxiety.' He cites the example of a boy

who after goids through ‘the summer project had trouble convincing his
. _ ' ~ ' ‘
father he was mature enough to take responsibility for a theater group

in addition to-his qther responsibilities. Through role-playing the
conflict at a reunion with other. students from the prOJeCt he was

able to see how his father perceived him and the Rafbfem and worked ,

out ideas for a successful settlement.

-

Borton suggests that there is a necessity for a relaxing period

A

to aid affective learning.’ Pressure juxtaposed with a quiet contem-
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plative tiﬁe, is the best situation to produce insight and learning.
"The. combination of the two modes creates an efféct similar to that
which a person experiences whin hours of difficult work on a probiem
get him nowhere and then suddeniy the missing link: pops into hIS head | ;
while reading Dr. Seuss to thetchiidren- (Borton, 1970, p 89).

| 4

The Interactive Process of Education

r - : .
borman's (1969) emphasis is on developing group process skills.
He scores the old one-way communication where the teacher lectures and

solicits questions about the materiai from students In the group

procéss approach strong muitl-way conversatiot'about content and per-

hl

sonal concerns i§“encouraged and faciiitated with the teacher acting

as moderator, guide, and observer. The teacher as a faciiitator is -
- b ) 1
there when the students need the teacher's resources but is not domi-
-*

t

nant in the classroom.
Gorman (1969, p. 17) protests the ovgrformai distrustful™relationships
between teachers and studgnts-an asserts that when teachers and stu- b s
dents come to know eaqn-other through the interactive process of educa-
tion fhat‘they become more accepting of eanh other énd real iearning
(academic and affective) occurs. Through group process learning not

only do students learn subject matter but they also learn about them-

selves, how they react to each other, and to the subject matter and the

world as a whole. To accompiiéh-grodp learning students and teacher

deQeiop an awareness of the behaviors that make up the interactive pro-
_ ' A .
cess and then develop skills in data gathering and analysis.

®

= N .

r‘
L

e e 3
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The Rationai-EmotiveAApproach

How, exactly; can fational;emotive psychology be employed in regu- '- e
lar schooliﬁg? To answer this question, The Institute for the Advanced |
Study in Rational Psychotherapy started a private school‘for children, -

y The Living School, which.it operates in New York City. The purpose of
'-the school is to teach children the regﬁlar élementéﬁof academic edpca-
tion; but-at the same time to provide-them with emotional eduéation.

The school déé-started ;s a laboratory school in which materials
and procedurés in affective.education could be deveioped ard used with
“normal elementary school children. The approach employed‘is4derivgd
frém the rationad:emotive theory oflcounseling developed-By Ellis(1962).r

. Children are taught concepts.of how people think, feel,.qﬂd behave.
‘ This is accomplished through regular "lessons! ?n emotional‘pducatfon,

‘through role-biaying demonstratlons, and in the coufse of actual prob-

lems that may arise in the classroom during the day.

A/ ~ Parental involyehent is an;lﬁtegral part of The Living School,

<

wifh.parents learning rational-emotive skills along with their.children.
Theyggre given -guidance by the school's staff to enable them to deal

with their children's, as well as their own, dysfuﬁctlonal'ﬁeliefs ant 2

i -

behayior, so as to enable them to follow through with the school's emo- o %
tional educatiQn program at home. In~addltfon, they attend monthly -
- - . : . g @ o -

workshops dealing with such toblc5~as prébiems with siblings and ﬁérental

- . ) ) . oy

-

-fnagging} .
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. Althodgh thefachool's‘unidue conttibutlon is in the area of emo-
tional education, it aisg has an academic progfam of individualized
learning, geared to the neede and interests of each stddent. The model
is an open classroom with teachers and studenis sharing warm and close

N relationships with'each’other;

EVlis (1972) believes that childkgn naturally acquire several
basic irrational ideas which they tend to’perpetuate and which sabotage - o
their’lives forever. They religiously; devout]y believe that they”ab- | |

.solutely need and utterly must ha!g_others' approtal"that they've got "3
to achieve outstandingly and thereby prove how worthwhile they are;
that people who act unjustly or inconsiderately to them are bad, wicked,
or villaindus and should be severely condemned and punished for their
villainy; that it is awful and catastrophic when things are not the way
they would like them to be; that obnoxious situattons and events make

M

them feel aniious, depressed, or angry; that if- they endlessly worry

about something they can control whether or not it happens; that it is

easier for them to avoid than to face certain life difficulties and re-
sponsibllities, and that they absolutely need-a well-ordered certain,

pretty perfect universe. These are the same kinds of irrational ideas

which most human adults more or lessrtend Io believe; but children

often believe them more r;éidly and profoundly. ) _ .
en

v _ -

The Human-Deve]opment Program _ : . !

l The Human Development Program (HDP) developed by Harold Bessell '

and Uvaldo Palomares (1967) with the aid and sponsorship of The, Insti~-

tute for Personal Effectiveness n Children (IPEC), is designed to
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o promote healthy emotional growth in children. Growth in self-under- ‘
standing, self-confidence, and’social interaction is facilitated by
structured learning experiences which utilize group dynamic techniques.

Through such small group exper.iences, the student progresses through |

0

“the planned Human Development Program and develops greater personal and

o

social effectiveness.
The Human Developmenf:Proéram (HDP) is designed to facilitate
v learning in the Bffective domain especially'in three areas of emotional

development: self-understanding (awareness), seif-confidenée'(mastery),'r

R and human relations (social interaction). ' A
B “: “ \ ‘The program was developed with a’ focus on beginning' with pre-school
b &
’ ~ children and continuing through the grades in order to determine if ef-

fective, largé-scale prevention measures could be taken that would as-
sure normal, healthy emotional growth, much as a sound, balanced ;%%t

can ensure the developmeht of children who are physically normal and
_ . o | g
healthy. The program capitalizes on the basic drives of children to

.

“achieve mastery‘and gain approval. It'sgems that persons who have not
had the HDP experience at the pre-school and elementary levels can
still profit from an appropriate expe;ience\ ' red to their pr;sent

stage of developmeﬁt.which utilizes the basiiighéory énd-te;hniques of .
HDP, . ' - |
| The strategy is.to employ cumulative, sequéqtiél activities on a

regular basis as outlined or suggested by HDP-guldes or manuals. The . -

vehicle fs the 'Magic Circle' (8-12 members) which meets for 25-50 min- -
. ' A .

T -
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utes each session. Responding to cues like ''something that makes me

N

feel good'' (awareness), ''l can do something well' (mastery), and "'

did something that someone liked" (social interaction), the partici-

pant_learns to practice awareness, to dispel Ehe'crippling delusion™of - : >

™

uniqueness, to be an effective commuﬁicator, to develop. independence .
and the ability to influence environment, and to discover what works

and what doesn't work with people (persosal/social effectiveness).

The leader SUppliés the cue which can later be determined by the

circle or group. ‘The_léader facilitates sharing, listening (feedback)

»
L]

and acceptance. Tﬁe leader does not probe,danalyze, or evaluaté and
prohibits (in a gentle, but firm way) participants from engaging.in
.this behavior. While botk similarities;an& differences as QeJl as
lboth positive and negati?e aspects of affective experience are the
foci of HbP, the atmosphere is one of acééptance, commun}cation, and
listening.  Each participant has an'oppOftunity to pérficipaté in & T
each session and is gentfy encouraged td do so, but is also made to
feel comfortable if there iﬁﬂa reluctance to participaté.
The tﬁrusf of aq_gPP is on preveﬁ}i;n utilfzing an éducétioﬁal

model. It is a circle or grdhp°of dh}ldren'sharing}éndlistenjng and
, comﬁunica{ing which is structured to promote and develop self-aonfif

‘dence, aqd_soﬁjal understanding ahdiTﬁteraction -- ingredients bel ieved

LY

to bé necessary to become a whole person and psychologically healthy .
o ) -

adult.

A ]

W




C17-

. « ' . .
Intentional ity and Human Relations in the Curriculum

A human'relétions_curricdlum installed in the school would have

as its central-objective the development of the intentional individual .

A

_(Lvey'andelschuler, 1973). The person who acts with intentié%ality
e : L 8
has a sense of capability, can generate al%ernagﬁye behaviors in a

given situation, and ''come at"'a'problem,ffop différent vantage points.

The intentional student is not bound to one course of action, but can
Lo : . - \
respond  in the moment to changing life situations. as the student- 1ooks

forward to longer term goals.

3
13

In academic life, intentionality may be demonstrated by the 5tu-
dent who is faced with a complex problem in science. Not knowing ex-

acfly how to solve the problem; the student trieé a method to find a
- . N i .

solution; if it doesn't work; the ‘student backs up and attacks the
problem from a new direction. The students know that  there is more

than one avenue to problem solution.

[
P |

In social life, we could consider the problem of the child who has

to deal with bullies or excessive teasing. Some cH¥ldren react by cry- e

ing, hitting, or perhaps pass on their frustration to théin_younger

brothers and sisters. The youngster who acts . with intention®l ity has

A

_ . 1 . L
many alternatives available in such situations. The youndster may S .

-tease the larger individual back, may ask quietlyrthat_a‘Stolen hat be . ;

returned, may totally ignore the larger person, and may even point out
: ; P ) _

-

the immature behavior of the larger child. At another leyel, the

- .

fyoungster.may want to help émallernchi]dren when tﬂéy.aré Bullied.

o
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Teachers‘have always taught human relations in the classroom..

Reading material, discussions of issues ain social studies, good sports-
. ' , h 3
manship on the playlng field, etc., are often focused on how people can

3

work together more effect|vely and comfortably _ i

It is.posslble to further these general aims with supplementary

»

units |n the classroom which relate reading material more d|rectly.;o

o’

present school of life problems. An example, in the study of the New
England town, might be Where children first learn about the different
roles and points of view in %helr own school or communlty,thus transfer-
ring hlstory more directly to present day life. A unit on the food |
chain in science could be correlated with a un|t on the "behavioral
chain" (general principle, when | get hit, | tend to hit someone else).
There are an infinite-nunber of ways one could teach important concepts
ot.human relat|ons in conJunction with regular academ|c work.

d | The central theme of this approach is the encouragement of inten-

tionality; the generatlon of alternative behaviors helping one achieve

both short- te{? and long- term goals Too many of.us'haQe'only one or _ -

two responses to frustratlon or a single route toward our goals. This

program is designed to familiarize children with the posslbillties

open to them in the belief that the chlld will select what seems appro-

priate.as the child listens to.others. Some suggested approaches for

s /

teaching human relations are summarized as follows: -

ey

(1) A specific area of concern within human relatlons may be identi-

fied. It mlght be listening skills, self-expresslon, authority,

-
-

fl decision maklng, bralnstormlng, handlung a bully, etc.

" ‘, _ : _ : ‘

)
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(2) A lesson plan developed as a ''performance unit" would be completed
by a teacher. The lesson plan typically-wbuld include: (a) a def-
inition of objectives; (b) media suggestions; (c) organization of

lesson; (d) opportunity for participation by students at more than
1 « '

a listening level; and (e) follow-up work ?h the form of 'homework,"

murals, or small group projects. -

\
(3) Lesson plans would be developed by teachers at all grade levels and

placed in a central location, Lessons on lfstening, for example,

have relevance at all grade levels with'appropriate adaptations for
the setting. Eventually, it would be possible to develop a lérge |
number of units in human relations education. Lessons could be
designed as supplementary unltglfor_regular class sessfons or as

integrated human relations curricula.

(4) The development of one skill or concept area might be exemplified
by a unit taught in "What it means to be big.'" The teacher first
reads the students a selection from a book in which a small child

* learned that bigness could be determined in more ways than size.
" *

The teacher discussed the concept with the,chilprenrfor a short

n A

. ) { ._
! - ' time. The.teacher then had them role play a situation at a school

| bus stdp_in‘which a larger child teased the smaller child. The

. teacher asked the childrgn who was 'big' and who was ''small'' in

this situation. The children were pleased and surprfsed when they
realized that ''big'' people are not always big. They discussed

this for a short time and then they were asked to observe an inci-

K
b
!
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\

dent in which they saw someone who was big and report on it the
- _ / .
) next day The next day they drew pictures of their stories. e o

During the next several days, the teacher reported that children

-

coqwented frequently on seeing examples of people being bigger ‘ .
« _ .
. - than Eﬁeir)size. ‘

(5) This model of human relations stresses individuality and the pos- ' ' -

sibility of alternative ways to demonstrate competence. Children
learn that there are several ''right'' answers in'social situations.
’ They also have the opportunity to learn the perceptions of other . '

chlldren and to teach them some of their own ideas
LY

(6) Children would also,be encouraged te develop units in human rela-
’ A

tions. A child with artistic skills, for example, might develop = - B
a unit illustrating a point«through the use of!this medium. Giv-

ing children a chance to share themselves and their ideas with one

-

another seems a particularly useful methdd of fostering more ef-

fectI@e communicétibnS“

(7) Similarly, it should be possfble to teach students varieties of .
Selectfve attending to human relations. For example, the simple
fundamentals of reflection and’summarization of feeling are_teaph-

able to students and enable them to listen deeply and to care fore

affectively about friends and family. ‘

. ?
-

Another immediately useful behavioral skill is attention to content.
. ° \ »

It is possible to teach students to attend to important content in a

<

presentation. In effect, we would be teaching the student how to attend .
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to the'important facts as the student listens to another individual.

Similarly, summarization of content represents the ability to listen

.r -

»

to the overall points that anSThec_individual has made and indicates
& —
that the listener has heard the person making the presentation. Skills

L R e

such as this should be invaluable in human relations. I1f a person can

-~

listen to facts and content effectively, an important bridge to human

“undeystanding has been made. - " o .
» : ‘ |

After a student has mastered listening to content and feeling,

trakéing in integration of the two seems desirable. Here we would be

teaching the student to selectively attend to the most important thing

the other individual has said. Sometimes. feeling or emotional -states

- -~ .

-~ : -~ {
should be attended to before facts are considered. - In other cases, an

awareness of emotional states underlying factual statements is insuf-

ficient. Micro-teaching provides a framework where such complex human

7

relations behaviors as these may be considered -and eventually taught

-

wi th rigorous, but enjoyable; mgthodsf
s .

Students generally operate in a system of leaders and followers.
Relatively littie attention has béen given to ways in which they caf
relate with one another as equals. 1t might also be suggested- that
much of the lonel iness and alienation that exist in our society is the
resqlt of our inabflity to communicate with others on armutual basis.

It seems valuable to conSider'the'implicatipns of micro-teaching in

direct, mutual communication between two individuals.

-




Classroom Meetings

~

Glasser (1969) indicates that the major problem of the schogls is
the problem of failure. Ways must be discovered so that more d&hildren
can succeed. Too many children find their identity most readily a%-
tainable through withdrawal or delinquency - Glasser‘recommends several (
approaches for (Saching failure or negatively oriented! children, iécluding
no punishment (but discipline), no excuses, aims toward positive involve-'
ment, and individual responsibility. Among Glasser's most viable and
significant procedutes is the use of the\class, led by the:teecher, as’///
a counseling group, which daily spends time dey;loplng the social respon~\>
sibility necessary to solve behavioral and educational problems wnthin
.the class. Glasser's concept of ”the‘Llassroom meeting” has been imple- -

mented in classrooms and is one of the prominent approaches to psycho-

logical education.

There are three types of classroom meetings: the social-problem ' _ L
solving meeting, concerned with the students' social behavior in school;

the open-ended meeting, concerned with intellectually important subjects;

\

and the educational-diagnostic meeting, concerned with how well the

youngsters understand the concepts of the curriculum, Glasser (1969, p.
122-160) recommends the following guidelines for conducting these

meetings.

(1) All'problems relatiVe to the class as a group and to any individual
in the class are eligiblq/?or discussion. A problem can be brought

up by an individual student or by the teacher. .
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(2) The discussion‘itself shouid always be_dlre;téd.towérd:solving
the problem; the Solutiop should neyer inledg.puqishmeﬁt or faplt ;. e
n finding. }he oriéntation of the megtings is alwa?s positive, al- . “
ways toward a solution. It'is important in class meetfngﬁ for. the
" teacher but not the cj;ss to be non-judgmental. The teacher may
‘ _ Ifeed back to the clas§ the class attitude, but gives opinions
;P | fSparingly. - L ' : o _ i
| (3) fMeetings should always be conducted with the teacher and all the
students seated in'a'tight circle.. Classroom meetinés should be
‘ short (10 to 30 minutes) for children in the lower grades and
‘should increase in length (30 to 45 minutes) for older pupils.
The durat;on of a meet;ng is less important thaﬁ its regular oc-
currence and the pertinence of the problems discussed.

‘ (4) The teacher sits in a different place in the circle each day and

o
]

makes a systemawic effort to arrange seating so that the meeting

. will be most productive, ,Boys.who squirm and pudge one another

. .

:? can be separated.'_Boys ahd girls are interspersed, as are the f
) voeal and quiet children. ) ! ;
(5) Subjects for open-endedldiscussion may be introduced by tﬁé teach- ;
~er or by the class. The teache; encourages the class to think of
[ relevant szjects;
o .

_(6) Disciplinary meetings should, not be repetitive. Discussing a
problem child day ;ftér day does more harm than gobd. Open-ended
discussions that are interesting enough to attract the participa-.

tion and cooperation of pfoblem ;hildren'lead to improved behavior.
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(7) With primary grade cnildren, meetlngs are more effectivé‘lf they
are held before recess, before lunch, or oefore the school's
closlng-tlme. No meeting should be prolonged and become an ex-
cuse for the children tolavold other responsibilities during
the day. N

(8) A teacher avoids interrupting a student to correct affective
ideas or perceptlons. A student corrected whlle.desperately
struggling to express anleea or perception maylpsychOIOgically
yﬁthdraw and never volunteer again.

(9) All students msst be accepted as potentially capable, not as
handicapped. We cannot change their past but we can give them

the opportunity to have a more personally satisfying educational

‘experience in the present.

Deliberate Psychological Education

Mosher and Sprintnall.(l971), with several colleagues, deVelOped‘
a curriculum'conslSting}of systematlc educational eXperiencesteslgned
to directly influence the personal development of adolescents. The
curricolum draws from deVelopmental, counsel ing, and educational psy-
chology and from the humenities and is conceptuallzed as a series of
coordinated courses ‘focusing on various steges of the human life cycle.
Adolescent students study the prlncuples of early $hildhood development

»

child development and care, middle childhood, adolescence, lnterpersonal

& ’
' - " af
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relations and marriage, vocational and occupational decision making,
and the psychology of aging. _A'significant part of the curriculum fis
experiential aﬁd adoléscents learn through such activities as tutor-

’ ingibfers.who are handicapped.
¢

. -

L\\JfA prgm&%ent component of the curriculum is the seminar and prac-
ticum jn.cou#seling which teachﬁg high school-students_th¢ simple fund-

: " .
amentals of the counseling process. This'représents an attempt to make

L

personal dev%lopment'a primary objective of a regular schoo*/zhrriculum{
The mbdeleo% instruction is essentially a didactic seminar and a §uper- ~
vised practiéum. In the first phase of the course (4-6 weeks) students
engage in rol; play counseling using tape recordings. ;n thg seconJ\\ -
phasé theistudengrs role¢ playing expériences are replaced by real talk
aboutlthemselves. In the last phase the students shift from counseling
each ofher to counselfng'peers. Supervision, seminars, audio and video
tapé.feedback énd peer.critiqué-are tools used thréughout fhe training_-
period.
) Another ma jor component {n the cur;iculum is cross-age teaching .
and bersonal learning. Adolescent students are provided with the oppor- =~
tunity to ;éach elementéry.sChqol qhildren individugrly and in groups,
inside the classroom or outside. Students in this_cdmponent learn abbut
themselves as'well as abdut teaching‘youpg children and Fbﬁ course is
seen as an alternative way of studying psychology.- Students have a sﬁp-

ervised teaching experience coupled with'oh-going seminars and readings -

a
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in contemporary.education and pedagogical methods. The teaching skills
which the students learn and tﬁe:effect on their self-perception and
sense of "‘competence i performing én adult job are imporiant concomi-
tants. The progra is desligne.d ﬁot to train classroom helpers but. as »
a'component of deliberate psycho;ogical education for adolescent students.
Improvisational drama offérﬁu_den_ts an opportunity i:_o study the
individual's éxpressive behavior -- both verbal and physical -- and thus
géin insights into their own positive and negétive attitudes. By em-
ploying dance and draﬁa techniques, the feacher.helps Qtudents bring
forth,thé dramatic contéqx_which is highly personal and typically is
very relevant to what adolescents curréntly are thinking ang feeling.
Students learn how they are perceived by other people, they disCocér
feeiings about what it means to be male or female, and they explQ:é‘
alternative ways of behaving. The improvisafional drama curriculum as
a psyéhological'interyention conCeﬁtrates on three basic objectives:
(1) to help students achieve more self-knowledge through a study of
their éxpressiVe beﬁavior; (2) to free peOplé to emjoy capacities they
might not have known they had; and (3) to help people-leérh to relate
more candidly and effectively to 6fﬁer peoplé. To achieve these‘ob-
. jectives the-teacﬂér focuses on the four bases of ‘the curriculum
through a séries of e!ércises; pﬁysical freeing, cohcenfratfon,'be- .
lievébilgty, and re]ationships. -

In the child'deyelopment component students assume a variety .of

roles in a nursery: helper; story teller, someone to talk to, partici-

»

T
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pant, iniriator; aad observer. In seminars studentsrdiscu35 assigned | ;i o ;%f
reading materials and films on child development share observatLons %‘ %ﬁ;
of childreo, study video“tapes of childrens‘ behavior in the nursery, : o f'?i:
~and occasiqnafly gartucipate in workshops' on materials aqgﬁaet{yities me ;-”:i;z;;
USea witﬁ nursery school children. . | " ﬁﬁ
C The overall strategy of this»psychological education program and . ‘ :\;é
' - e
a strUcture“within_uhlch all the components are ofﬁered is that of = . "
..;linreal\research:_ a cyclical process involving the framing of a. : “'lé
course ofﬂaction'arter reflection, the imb]ementation of it, evalua- %
tion of the outcomes, and the framing of a new course of action. The . _';g;

method'is an alternatiag cycle'df reflection and actfon, of hard
fhinkihé and exacting practice so that conceptualization and practice
is val}ﬂateq one against the other.

Qeliberate psychologLfal educafion appears to be a rich andevarijd
program fulfilling to a great extent what:seems'desirable from a human-

istic psychology point of view. While it has been developed and tested ‘ c_‘a:é

primar}ly_with high s¢hool adolescents ’its iﬁblications for the middle &
and elementary schools are obvious. = - S o ._';E

~Values - Discussiohs' - .o &
'The discussion and clarification of values attracted the attention | ;;gi

of educators.and the public as a consquenéeLOf_the'turmeil'which sur-

randed:the COTIision-of-vaIUes~dUring_the 19605 and'into the 1970s. The
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- focus.of the collision was the Vietnam War and the heated and sometimes
violen conflicts between those who supported the War and those who did

not. Jebate and conflict over Vietnam, however was Just the beginning.

%
fAﬁ—J'”'A*'f‘[f e—gmmmfﬁtts ’OVEF‘OthET mue—}adenﬁmes*—thﬁ

effects of marijuana, pre marital sex, abortion, homoseXuality, euthanasia,

o

nuclear power, and the social economic rights of ethnic and minority groups

It was a turbulent period which some percejved as the sunrise of enlighten-

7z

- “ ) o L.
ment regarding ¢ertain moral issues; others saw: the period as the twi-

—

Y
light of the moral foundations of our civilization,
This'clash of valueS‘spilled over‘into{our natfon's schools. Stu-
dents began to experiment with drugs and sex; rﬂtial conflicts erupted
into riots; schools were being destroyed and teachers were being phy51—
cally assaulted.. These behaviors,alarmed politicians, school boards,,;
‘parents; teachers,.and the community at large. o
An attitude of “we've got-to do something about this" quickly emerged
. and Raths, Ham;in, and Simon (1966) stated that American education had \
better start paying attention to the degree to which one's values influ-~
o _ ence and affect behavior They 1nd1cated that behaviors-do not occur

2

\/\
1n a vacuum that 6ne's behaviors are a reflection of values that often
- ,

fulfill one s psychological needs. Simon, Howe and Kirschenbaum (1972)

elaborated on this viewpoint and the ‘concept .that schools needed to

help students discuss and clarify values gained in momentum The concept

e was dn ‘the right place at the right time.

.
.
« &y . \
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v, . Educators discussing values in the'classroom are quick to point out

that they are not interested in influencing students to select one set

-

of values ovdh another The aim of values discussions is to prompt

~stydents«to investigate .and underst}nd how values influence behavior
and how certain positive values will induce positive behavior while
. .. certain negative values will induce negative behavior. The quest by

') #

students for values which enhance the self and others and which serve

as ghe cgﬁalys? for behaviors which are beneficial to the self and others, -h
is the fundamental process involved Understanding personal values
must be accompanied by an understapding of the values of others-so thatﬁ
conflicting values are mitigated and harmonized in a pluralistic society

Simon (l973) suggests the following strategies for use by the
teacher desiring to involve a group in values clarification. These

strategies serve as catalysts- which enable the'group to become invqlved

in processing and clarifying personal values and how they affect behavior: - ¢

Strategy #l{ Either-or Forced Choice

o~ ‘ | " Students are requested to choose between two conflicting alterna-
ttves. In the process of choosing,?students are asked to examine their

feelings, self concepts, and, of course, their values.

Strategy #2: tSpread of opinion 7
Ce Students are asked to identify the range of\.opinions that might

- exist within our society on value issues 1ike population control, pre-

_.\'M,.»u.«'.’.b.xd L emernt e e e ad e ey et mn e
T N e e
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s marital sex,.legalization of marijuana, or open marriage. Students are

i ¥

then asked to identify and clarify their own values regardihg these topics.

-

#
v

Stratégy #3: -Alternatives Search - ' _ ' S k

Identifying which alternatives exist when considering a certain issue

’ ¢

of values is an Important reflection of what we have to"do in adult life.
\ Chqosiﬁg from amoAg thelavaﬁlablf alterﬁatives‘is a vital pfpcess in vél-
ues clarification. This strategy pfovideg,students with practice:ﬁn-search-
ing out the different value_aliernatives availablé'in attempting to solve

’

a problem.

Strategy #4:. Twenty Things You Love to Do

13

In this~strategy, the identification is accdmpan{ed by consideration

-

of the values which influenced the choices. Often what we choose reveals ’ .
values which yaliégte the self at .the expense of the personhood and rights

«of others. 7 : o - : o

o

Stfategy #5: - "l learned' Statements
This strategy enables the student to summarize and bring closure to

¢

a certain values clarification experience. It can be oral or written and
’ - ) . .

o

. v . ' .
the usual format is to have the student complete a-number of 'I'"' sentences:

| learned that . . .. | was disappointed that | . . . | see that | heed to.

3

Strategy #6: Opposite Quadrangles

}
-,

Students  are dsked to divide a piece of paper into four sections. In

the upper leg} séction they are asked to list the people they most like to

<

L 44 o
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. be with;- in the upper rlght section they are asked to list the places :

_they enjoy going to; in the lower left section they are asked to list
the people they feast llke being wlth and in the lower right section
they are asked to_ list the‘placesfthey Ieast enjoy.going to. As stu-,
dents e#amlne their Opposlte-quadrangles they are asked .to identify

" the values which influenced their selections rather thaﬁ reQealing the

selections.

Sprinthall and Mosher (1978), in. their co—edfted_book, Value De-

velopment . . . As the Aim of Eaucation, fpcu§ on moral and democratic

development as a critical need in our nation's séhools if they are to
fulfi1) thelir mission of educating the whole person. None of the arti-

cles in thfs-book.identify the morals which should be promulgated. !
. ‘ . _ v '
Instead, the articles indicate that the moral and ethical fqunietions

of our behavior must be examined and understood if students are to be

fully educated. In their article, Sulljvan and Dockstader (1978, p. 136-
137) identify events which prompted public interest in including moral

‘education in a school's curriculum:

<

The Watergate scandal with its cast of intelligent,
well-educated individuals who knew or cared little e
about personal andpolitical ethics was one national’ - :
crisis which aroused people's concern for values"

and moral decision-making. Large corporations have

made illegal campaign contributions and bribed

foreign governments to gain advantage over competi—

tors. Congressmen have also been suspected of acd
" cepting bribes from Korean representatives. These

highly publicized national events occurred at the

same time that medicine, science, politics, and.

rapidly_changing social conditions have been pre-

senting us with new, perplexing moral questions

which must be resolved.
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P
Sullivan and Dockstader, who administer the Ethical Quest in a

v

Democratic Society Project in the Tacoma, Washington Public Schools,

' late student discussion of the moral.and ethical‘tenndations of cer~
tain decisions. For elementary school children "I wonder why'' per-
A ™ - , - o
‘tains to school_rules,and how the moral dimensions of these rules’
might be perceived by a student, teachet,'princlpal’ and parent.- At
-the junior and senior hlgh-schopl levels moral reasdning lesson plans
are presented.which focus on the behav1orlot”"Klno," a character in
John Steinbeck's novel, The Pearl. A moral action lesson'plan for

senior hlgh school students enables ‘them to discuss the ethical be-

“~haviors of the main characters in Herman Wouk's play, The Caine Muti;y

go on to present sample lesson plans which a teacher can use to stimu-

Court Martlal (Sullivan & Dockstader, 1978 p. 148—152).

Kohlberg (1967) stimulated interest in moral educatlon when he
conceptual ized ‘and researched the following six stages. of moral de-
veIOpment Teachers, parents, school boards and the COmmunity re-

Sponded positlvely to the concept of moral education because of the

0

obvious desire to have students function at a higher stage of moral

o

development. lnde d, the future of our civilization will demand that

- humankind function at more advanced stages of moral development if it

&7 RN

is to sustain itself.

Y 2.

Stage

1: Obedience and. punishment orientation
Stage 2: Egoistic orientation.’ ‘
’ Stage 3:" Orientation to approval and to pleasing and helping
' _ others. .
Stage 4: Authority ‘and social-order maintenance orientation.
Stage 5: Contractual, legalistic orientation.
Stage 6: Conscience or principle orientation. N

RS Qg RO
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The teacher interested in sfimu]atfng student discussions of
values and morals can find an abundance of resource matérial in-a typ1(

cal gdition of a daily newspaper.

Achievement Motivation Workshop

Alschuler (13]3) is concerned with student motivatipn and indicates

that a lack of motivation has led many students to waste;theircintellec-
tual and psyéhOIOglcal resources. They sit in our.schodﬁs daring teach-
ers and staff-membersrto ,etractpthem from their lack of interest in
school ing ‘and life. Wigﬁgut the intervention of the schools these s;u;
& ' dents all too often grow lnto'depreésed adults who caﬁ find little mean-
ing from family life or their occup§tlons.- An undernourished desire to

achieve in school finds its expression iﬁ an unmotivated adult 1ife.

.

McMullen (1973:642) indicates that when a person's achievement mo-

tive is charged up:

. . ..people appear to us alert, self confident,.and
: 'going about the business of meeting realistic but
v challenging goals they've set for themselves. They
' are doing something better than they have done it
before, or .competing hard against someone else, or -
.working on new approaches to solving taugh problems.
They are driving and competitive. = -

o

. L ’ McMu]lép_(197j) outlines a sequence of six steps which characterize
an'échlgyément'moflvg;ion'workshop.; The ﬁurposg-of'SUCh a ‘'workshop is_
‘to encourage the studgnt:to engage id\personél.goai'settfng_and goal
atta{nﬁehf. The-slx steps are summarfzed.as %o{lowsi. ' | o 'fﬁ
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Step 1: Attending

The teacher must get the attention of students by developing a
¥

""grabber' which will interest students in the workshop Identifying

and developing a "grabber" requires teacher sensitivity to the psycho--

¢ \

social needs of students.

Step 2: ExPeriencing

A

ThroUgh a competitive game or role playing experience; students
identify the behavior, thinking, or feeling that is associated with
the achlevement motive. They participate and talk about the degree

to which they were motivated to compete.

)

Step 3: QOnceptuafizing '

‘Students.learn to label'the thoughts, teelings, and behaviors
that accompany achievement'motivation. They use a special vocabulary
to enable them to recognize certain motivation and achievement ele-
ments in themselves and othersi y tevement goals, world obstaclés,

personal obstacles, moderate risks, using concrete feedback, fear_of

failure, and hope of success.'

Step b Relating

Students eXplore the relevance of this new motivation knowledge

~to their own values, goals, and behaviors They discuss the need for

affiliation and power and their interrelationshlps

< ,
Step 5: A plyi;g

Students are encouraged to apply their knowledge of their own

personal achievement motive to their lives. They plan self improve-

ment projects based upon a clarified and improved achievement mot ive.

a5
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~ Step 6: Internalizing

shop to students and to solicit their active participation Stimulatlng

Students internalize their achievement motive and apply it through
practice. ,The'teacher_worksabut a schedule with students -to enable }

O

them to keep track of their progress toward certain goals,

The effectiveness of an achievement motivation workshoé will largely

depend upon a teacher s abpllty to explain the rationale of such a work-

student interest . in an achievement motivation: workshop will require a

high level .of teacher creativity, commitment, and leadership.

Peer Counseling

The ability of one lay person to help another lay person to over-;

come psycho-social problems ®as an unexpected outcoiie of- the group coun-

~ e

sel ing movement. In the_early stages of this movement the‘pro%ess'of

group counsel ing was leader-centered. That is, the leader set the

-group's topic and process agenda by determining what would be discussé&——~\\\

and furnishnng the group with{;pecific directions regarding the best

method for solving a psycho-social prob’em.

During this early period, some group counseling leaders, who ex-
ercised less control over the group, began:to observe the emefgendb of
a phenomenon which was both personally and professionally threatening

[ ] [
as well as being therapeutically effective for group members. When

involved in a group which was less structured and -feader-centered,

certain group members responded to othér group members in a manner

rl
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which was therapeutically helpful. By using an infuitive and natural
reSponée_to thg concerns and prqblems ;f oﬁ@é} group members, qeréain
partic{pants were able to render facilitative and therapeutically

positive assistance. This was surprising since the participants who ,

| | Y

~were helpful to others had no formal training in counseling and psy-
Qhotherapy. They wéré lay'per50qs uSinghyery'humén apﬂ spontaneous
interventions;to help group members.

Hobbs (1951, p. 293), in déscribing the-gener$1 values of group coun-
seling, noted ;his occurrence when he said, "Thé 1ndividua] group mem—'
ber may be a giver of help wﬁile receiving help."" Rogers (1970a:7)
confirmed this® observation when he stated: |

There is a ,development of feegback frém one person

to another, such that each individual learns how E v !

he appears to others and what impact he has in
interpersonal relationships. X

This process observation ledlothers to provide experimentation
and research which confirmed this vié:Eoint. Carkhuff (i969);devel-
oped abundant research ;videnée which supported the concept that the -
natural and intuitive'ébilities to counsel éthers, possessed by lay
persons, could be refined and-expanded through mipi courses or work-
shops. This neﬁlknowledge epgbled lay persons to effectively assist
and counsel'pers&gé in their lives who we;e having problems of a

. 4
normal and developmental nature. .

50 . v
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. In school settlngs~ the outcome of this new understanding resulted
-L
in the development of peer counseling - Peer counsellng ls the process

of students asslstlng each. other by applylng fundamental counsel ing
skills which they learn from professlonals-ln a course, laboratory, or
workshop setting.

Sprinthall (1973, p. 365) describes a peer counseling program'which

he conducted in a school setting: - )

L The colnseling psychology class was essentially a
' practicum and seminar in peer counseling. The in-
structional, procedure was parallel to a graduate
school program. . The pupils engaged in role play
counseling, llstened_under supervision to .their
taperecorded efforts at listening and responding
_ to their peers, discussed aspects of the helping -
¥ relationship, and examined some readings, such .

as Dibs by Virginia Axline, Gestalt Therapy by
Fritz Perls, and ‘Freedom to Learn by Carl Rogers.
At the same time we also found it -helpful to
structure. some learnlngs especially on Speclflc
listening skills. :

Qb _ - Sprinthall (1973, P. 366) went on to report the outcomes of the ?oun-

sel ing practicum and semlnar/ln teachlng teenagers to become peer

counselors: ' : :’

Using pretest- posttest measures of skills such as == . _ : ~
' empathy, positive regard, and immediacy, the teen- .
v ‘ agers demonstrated not only statistically signif- = .
. \ icant change, but also achieved higher levels on )
these scales than commonly achieved by professlonal
trainees in graduate schools. »

Fink and his_colleagues (1978,-p. 80-83) researched'the effectiveness_ | 'jfﬁ

of a secondary school peer counseling program. In the research project “

Ao
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clients, teachers, students, and peer' counselors were administered a

questionnaire. Effectiveness was based on global ratings of client
. // B

improvement and from the client's perspective.of the aﬁequacy of the
peer counselor's skills. Both peer counselors and the school's faculty
rated most of the students who had received peer counseling as either

o

""very improved'' or "improved."

oo

*>

Student-Centered Teaching - . PR

Client-centered theory is essentially a counseling theory but
¢ ; S N
early adherents saw it as being logically convertible and .applicable

to the processwof education. Soon after the appeangpce“of Rogers '
. , _ ‘

first major contribution, Counseling and Psychotherapy i19h2),_there

quickly emerged'an awareness that the vieWpoint was also applicable
to teaching (Blocksma and Porter, 1947; Gross, 1948; Schwebel and
\

Asch, 1948; and Faw, 1949). Rogers (1951) confirmed this interest in

his book, Client-Centered Therapx, by devoting Chapter 9 to 'Student-

Centered Teaching < This applicability to teaching was further ex-

i

tended and confirmed by Rogers (1969) in-his book, Freedom to Learn,

.and is evident in Part Three of his latest book, A.Waylof Being

As

(Rogeam, .1980) . The convertibility and applicability of the client-
centered counseling Viéu has also been rec0gnized in organizational

behavior, famllies, parenting, groups, ‘marriage and‘its alternatives

- leadership, pastoring, and general -interpersonal relationships

Rogers (1951, p. 384) has traditionally recognized the applicabilvty
of the coneepts of client-centered counseling to the teaching and

learning process: . o \

‘ _ | " i .' 5 2, - R | .
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. If the creation of an atmosphere of acc&ptance, under
- standing, and respect is the most effective basis forZ§
facilitating the learning which is called therapy,
then might it not be the basis for the learning which o
" is called education? , . ) y ) B

Rogers (iSSi)/identified certain characteristics of student- , :

- centered teaching which he presented as principles and hypotheses:

We cannot teach another person directly; we can _
only facilitate his learning (389). . ’ , D)
2. A person learns significantly only those things
which he perceives as being ‘involved in the '
maintenance of, or enhancement of, the structure _
of self (389). ' S :
3. Experience which, if assimilated, would involve
-~ a -change in the organization of self tends to
be resisted through denial or distortion of
symbolization (390).
L. The structure and organization of self appears
" . to become more rigid under threat; to relax its SN
boundaries when eompletely free from threat.
Experience which is perceived as inconsistent T S
with the self can only be assimilated if the
current organization of self is relaxed and
"expanded to include it (390).
5. ' The educational situation which most effectively
promotes significant learning is one in which
X threat to the self of the learner is reduced to
~a minimum and differential perception of the
field of experience is facilitated (391).

A b

Rogers (1962, P 420) indicates that teaching 1s a process in which
student authenticity can’ emerge He places the creation of such an .

atmosphere directly in the hands of the teacher who must be free from

> v
-the facades generally characteristlc_of ‘the endeavor we call education::

v ~ We would al'so endeavor to plan the educational
\ program for these individuals so that they would .
come increasingly to expérience empathy and . B , .

1iking others, and that they would find it in-

creasingly easier to be themselves, to be real.

..-.'J“..,: . ) . ,
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« For the teacher who believes that the concept of student-centered

teaching has merit theoreticaily but is not operative because of ,the
Y]

limitations imposed by a particular institution, Rogers (1951 p. 396)

offers the fOIIOW|hg

. . every group has some limitations, if only the
fact that they meet for a limited rather than an
unlimited number of hours per week. It Is not the
" fact that there are limitations, but the attitude,
the permissiveness, the freedom which exists within

those limitations, which is important. . L

In describing the jnterpersonig;relationship that facilitates
teaching and learning, RogerS'(i970b% ihdicates that it is character-

ized by realness, prizing, acceptancei trust, and empathic understand-
. H .. I .

“ing. These characteristics are identfcai to those which Rogers has

described as being characteristic of arf;eff\qctiv._e counseling relation-

- - (O
ship. g |

o
Unlike other approaches to psychologi al education, student-centered
teaching does not rely on pre-planned stra egies, techniques, or exer-
cises It instead re\ies on'%he fully degeloped personhood of the teach-
er. Effective psychoiofical education occurs because of the student-
centered humanness of the teacher and the teacher s ability to naturaliy
and spontaneousiy communicate this humanness to students in the teaching-

learning process %s Pine and Boy (1977) indicate, it is applicable in -

‘proportion to the attitudinal commitment of the teacher. It can occur

if the teacher has a genuine commitment to be student-centered in all

feelings and their behaviorai expressions. jhis demands'an‘syolvement

r

"
N
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i




“h-
. o _ : _ . ' s
of being more respectfu1?of others_and theirfrlghts; more movement -
! . . : . .
toward being psychologically secure; more involvementrin.values_which;
enrich 6thers; more;truﬁtful of hﬁmén behavidr§ more openness' to ex-
\ perience;.ang mo;e'of an_inclinafion to . be initiatory, nafgral; spon-
taneous, vibrant, and respbnsive. _ : . -
.The catalys;:for effgcthg stuQent-cen;ered teaching. is clearly
the gravitas of the teécher who is student-centered in both attitude
and behavior.r lt is- an approach to psYcQolochal education which res’
quires a high level of teachgr securfty since thé-teacher is psycho-
logically tfansparept (what is.felt is what is Said). If the student-
éentered teacher expects stqunts.to be more reaj, prizing, accéptént;
trustful: and‘empathichwith each other, then the teacher must model i\\-/’

i e

these behaviors during the teaching-learning précess (Boy & Pine,

1982, p. 234)
Rogers (1951, p. 427) further clarifies the attitudinal and behavioral

commi tments required of the student-centered teachef in the following:

4

He creates a classroom climate which respects the % IR
. integrity of the student, which accepts all aims, ' X
opinions, and attitudes as being legitimite ex- o . S
pressions of the studeq@ s internal frame of ref- o .
erence at that time. ﬂé accepts the feelings and
emotlonalized attitudps which surround any educa-
Sgnonal or group experience. ~ He accepts himself .
as being a mefpyr of a é’ning group, rather
than an buthop¥ty. He makes learnlng resources ° 2

available, cohfident ‘that 1f they meet the needs
of the. group’ they will<be used. . He relies upon _ : . —
the. capacity of the individual to sort out truth : : R
from untruth,-upon the basis of continuing ex- :
perience. He'recognizes that his course, if

- vy
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successful, is a beginning in learning, not the end - \
-of learning. He relies upon the capacity of the '
student to assess his progress in terms of the pur- :
poses which he ‘has at this time. He has confidence :i? ' T
in the fact that, in this atmosphere which he has
helped to create, a type of learning takes place
which is personally meaningful and which feads the
total ‘self-development of the individual as well as,
~ improves his acquaintance with a given field of
knowledge.

' SELECTION CRITERIA _ _
e FOR PSYCHOLOGICAL EDUCATION ACTIVITIES ' ke

A

Regardless.of the psychological education_approach used, the

»

teacher should be sensitive to appropriate criteria for selecting ac-

<

tivities to use with students. The following guidelines, adapted from
the recommendations made by Trotzer and Kassera (1973, p. 299-301), should

\% be carefully considered by the teacher who desires to implement psycho-

" logical education actiVIties in the classrpom,

¢ . ' ~
)

§ 7 select activities on the.basis of thellr efficacy in terms of purpose, T

«relevance,ﬁand desired odtcome.
lhislis'the primary consideration. No activity should bé at-
‘ . . o
- tempted because it might be fun, exciting, or produce an emotional
high. . The'impact of'tne activity should be considered above all
elsem-&All_too.frequéntly popularity or.familiarity with the charac-

'teristics and instructions of a particular activity arelthe basis

for selection rather than the why and the wherefoP® of its use.
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q

Select activities that are familiar and that are comfortéBle_for you'

N
+

to_use.
’If the teaéhér is Hesitant, confuéed, or uncomfortable with an
activity, this will be picked up by the students and could cause re-
sistance or failure in its use. Activities which you have exberl-
enced should take‘precedence over those you may Have read asout'of'

observed. - Do not use activities with a student group that you have

°

“heard aboug\{?st to see what will happen. To augment new actlvitiés

first attempt them under COntrolled'andﬁéomfortable conditions where
the process and outcome wlll have little possibility of being dié%

ruptive.

©

! . \
Select activities that are primarily verbal rather than physical.
R . ¥

Physical contact is often the first isswe raised against the .
use of actlvitles with groups and should be guarded agalnijﬁ Most

desired outcomes can be attained either by verbal exercises or by

nonverbal activities involving a minimum of physical contact. For

exaMple,.lePdlni by the hand in a trust walk is acceptable, but the

extended physicalftontact of an activity such as body sculpturing

ki

is better avoided.

“Select activities which do not require labels or can be labeled

1
.

with terms which do not carry some type of stigma.
- i

P

Often the same activity can have many different labels.  For:
- P
example, the statement, ''Let!s see if you can show us how you re-

acted in that si;uatlon":cpuld'be térmedrpsychodrama, sociodrama,
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or role playing. However, there is a considerable difference In o
connotation between the label of psychodrama and the label of‘role-
playing. Activities selected should lend themselves to being ex-
plained in everyday language or in rather neutral terms.

v -
- Select activities which are commensurate with the age and maturity

level of the students.

The aBi]ity of students to comprehend and immerse themselves in
an activity without_undue'tension,.stress, or emBarrassment Is ex-~ . Lo g‘f,%
tremely important to the éfféctive-use of any activity..‘The use of | |
o puppets to éid third graaersrln éxplaring their feelingé méy-be more '-@
approprfate andveffé‘kivg than role pléying. Eigﬁtﬁ graders, #ow-
ever, may fgel puppets are childish and may prefer, and gain.more
from, straﬁ%ht role playing. .

- Select activities which are adaptable to the physical setting in
- 3 3.
- »

which the group is meeting.

If the physical setting doég not allow for anlactivity to be
- fully experienced or interferes Qifh its being ﬁarried out, the
activity should be avoided. Using dyads in a small Fbom for a
verbal activity rqﬂuiring high concentration_may simply create
confusion rather than accomplish a useful purpose. Sim11arly,
activities requiring students to'leave the room should be-av?ided
because they may résu]t in loss of control and may create misun- /

AN

derstanding by othef students. | ' | | J£k

4 . '. ‘
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Select a#t]vjtfes which allow for mggfmum studqnt.partjcfpatiog,
Some activities may require thSical.skills or endurance which B f"i
may be embarrassing or overtaxing to some studénts. Activities
which require some type of physi&al involvemént_should,always be
prefaced’wifﬁ a-caution t§ students.and an option of observing

. N - : i : .
rather than participating. .Strenuous activities are best avoided.

Se]ect activities which allow students to control their own

invol vement . ' . a ) .

Avoid activities which force students)

are not ready for, cannot do, or are threatened by. Students

to do something they

should be allowed to decide how they will involve themselves in
N » "

-

the acfivity.and to what ‘depth they will go..' Commuhication tech-

v

niques should promote personal freedom, not restrict it.

-

Select activities that will result in outcomes you are Sure the .

students and you can handle.

Activities which precipitate or facilitate the expression of
strong feelings aq% emotions are always risky and sh_oul_d‘be used
with extngTe caution. If the possibility of loss of control is

evfdent in the use of any activity, it is best avoided. Teachers

must always consider their own capabilities and the composition
of the group in selecting activities to be used. L %

Select activities which can_be culminated in the time available.

Do not select activities which cannot be presented,:experi-

-

enced and discussed during the time limits of the group. Simi-
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larly, do not begin aﬁ activlt& if it cannot be fully worked

through befdré'thé.group_segglon énds. If.an-actfvify hés.not
been completed, it i§ often better to hold the group over than
to allow.students to leave with feelings and misunderstandlngs

that have not been resolved.

In the final anélysis, the use}of psychological educatlonlac;
tlvltles_ls'ah iﬁleldu%l decfslon which must be-made by each teacher
in terms of éhe total f ramework of the educational proces§ wlth the

needs,°sénsitivities, aﬁtbnbmy; growth, and personal freedom of std:

-dents as the paramount criteria for.decision making. Teachers

should be certain that their own needs are not being met at the

expense of the students they serve.

% T
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Readings

/ {

Andrew, Michael A. Teachers Should Be Human Too. Washington. D.C.:
Association of Teacher Educators, 1972, o .

A scnsible treatment of a topic that often generates rhetoric, this monograph
focuses on humanizing teacher education. The author presents the arguments
for rethinking teacher skills and processes. the changes lhI.S would cman.l. a_nd
some of the results to be expected. It is a thoughtful discussion of the subjective

and emotional dimensions of education,

Andrcw.'_Michacl D. Teacher Leadership: A Model for Change. Washington, |

D.C.: Association of Teacher Educators, 1974, _

An important publication that describes a model for differentiated ptepara- .

tion of teachéys in elementary and secondary schools. The model emerges as &
framework em a\sizing individual autonomy and choice and promotes decision-
making and leadgrship capabilities. The outcome of this multiphased model of
career development for teachers is the teacher-leader: a teacher who exerts leatler-
ship and opens the' way for change in education. :

Bash, James H. Effective Teaching in the Desegregated School. Bloomington,
Indiana: Phi Delta Kappa Educational Foundation, 1973. Part of the Phi Dcha
~Kappa Fastback Scricg No. 32. _ : ) _
This publication features some very good ideas and practical suggestions
on teaching in the desegregated school. Content is arranged around the teacher,

ey
c.

o _&‘_:_.q-?.‘::,.;k_.. -..,-__.‘

Learner-C entered Teaching: A Humanistic View

teacher-pupil relutionships, teacher-teacher rc‘latibhships. and teacher-
administrator relationships. :
Blackburn, Jack E., and Powcll, W. Conrad. One ar a Time: All at Once: The
Creative Teacher's Guide to Individualized Instruction Without Anarchy. Pacific
Palisades, California: Goodycar Publishing Company, 1976.- :

Practical ideas are offered for impleémenting individualized instruétion. A .

readable, to-the-point treatment of individualization that ought to be of great
value to Yhe classroom teacher.

Brown, George I.; Yeomans, Thomas; and Grizzard, Liles (eds.). The Live Class-
room: Innovations Through Confluent Education and Gestali. New York:
Viking Press, 1975. o ‘ :

This book-is organized for practitioners who want to bring fecling and
thinking together in the learning process in order to generate more vitality and
better learning in the classroom.

Bro\ﬁn. George L; Phillips, Mark; and Shapiro, Stewart. Geiting It All Together:
Confluent Education. Bloomington, Indiana: Phi Delta Kappa, 1976.

By combining thinking and fecling, confluent education makes learning” /

’

more powerful and valuable.

Combs, Arthur W. (ed.). Perceiving, Behaving and Becoming. Ycarbook of -the

Association for Supervision and Curriculum Development, 1701 K Street, Nw,

Washington, D.C., 1962. . . . . :

~ This book has become, in our opinion, a classic in existential-humanistic
writing dealing with teaching and learning. It contains several chapters written
by Carl Rogers, Abraham Maslow, Earl Kelley, and Arthur Combs. The
practical implications of their work for classroom teachers are clearly developed.

Corwin,- Ronald G., and Edelfelt, Roy A. Perspecrives on Organizations:
Viewpoinis for Teachers. Washington, q,[C.: American Association of Collpges
for Teacher Education and Association of Teacher Educators, 1976.
Designed to develop among future and practicing teachers an awareness
of what organizations are, how organizations affect them, and how they can deal
with organizations. ' '

Accounts. Boston: Little, Brown, 1973. _

A personal account of students from different communities and ethaic
backgrounds illuminating in a new way issues such as busing, testing, integration,
tumily role, authority, human developinent. . ‘

Coltlc,ﬂ Thomas. The Voices of School-Educational Issues Through Personal

Dalc Edgar. The Humane Leader. Bloomi'ngion, Indiana: Phi Delta Kappa -
Educational Foundation, 1974. Purt of the Phi-Deltu Kuppa Fastback Series -
No. 38, - " P !

& .

A lively, well-written booklel about hpw one becomes s humane teacher.

The author discusses developing a sense of empathy, humaneness through self-
\ discipline, and humangncss in the classroom, : - .

’
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Galloway. Charles. Silent Language in the Classroom Bloommglon lnduna
Phi Delta Kappa, 1976. :

A teacher’s face, posture, and intonations may carry more messages than the
words used in the classroom.

" Glasser, William. Schools Without Failure. New York: Harper & Row, 1969.
This book applies Glasser’s theories of Reality Therapy-to contemporary

education. Glasser details the shortcomings of current education and proposes
as an.important approach to reducé! school failure the use of “class meeting.”
Glasser's approach is widely known. If you have not rcad this book we recommend
that you do so. . -
- Goodlad, John ). The Dynamics of Educ ational Change: . Toward Respormvc
Schools. New York: McGraw Hill, [975.

Criticism of public schools has become morg intense in recent ycars and
some observers despajr of enduring, constructive change. This book, based on .
the premise that schools can become more vital, challenges the rhetoric of despair.
Goodlad describes recent educational reform in the United States; analyzes the
effectiveness of strategies for change in- terms: of problems, pegple, and rcsulls
‘and presents a comprehensive, practical strategy for change.

¢, ",__. -
_Gordon, Tom. Teacher Ejfeaiveness Training. New York: Peter H. Wyded, 1974
A detailed description of how the pringiples of parent effectiveness training
"“can be used in alf classrooms, from kindergarten to senior high schpol.- Deals
~ with teacher-student relations, controlling classroom behavior, helpmg smdcnts
with problems, and resolving values conflicts. . _
- Greer, Mary, and Rubinstein, Bonnic. Will the Real Teacher Please Stand Up.
Pacific Palisades, California: Goodyear Publishing Company, 1972.

A book full of personal accounts-of teaching children with sections on fhe
community of lhc classroom,. the group as a way of cxpl!onng ideas, and “let
yourself be scen.”

Gross, Beatrice, and Gross. Ronald. Will It Grow ina Cla.m'oom’ New York:
Delacorte, 1974. . !
The best kind of shop talk with teachers dlscusslng their roles, the curriculum,

and old and ncw ways df touching young minds. '

“

Hahn, Robert. Creative Teachers: Who Wanis Them. New York: John Wiley
& Sons, 1973 )

A study of the creative process in secondary school teaching: how it has
been suﬂc_d and how it might be nurtured.

Hopkins, L.ce Bennett, and Arcnslcm. Misha. Pariners in l.eammg Ne York
Cllallon, 1971. gggi«

The authors, both cxpcncnccd teachers, ‘recommend dozetts of p jw
|dcas for achicving child-centered tlassrooms, including ways of grouping chile
¥its of study, handling current and spccml cvents, ayd utilizing audiovisuals,

EKC y, fiction, art and music.

Learner-Cemered Teac hmg A Humanmu‘ Vlew

Jones, Tudor Powell. Creative Learning in Perspective. New York: Halsted, 1972,

The emphasis in this book is on clarifying the term “creativity” and placing
n in perspective with the outline of the difficultics involved- and the atthosphere
ncccswry to make creative teaching and creative learning possible.

Lcdcrman Janet. Anger and the Rockmg Chalr: Gesialt Awareness with
- Children. New York: Viking Press, 1969. - _

A vivid, clear, and honest account of what can be done to provide real
education for students in the classroom by getting in louch with their feelings.

Lippitt,
Kappa, 1974

Older children helping youngcr ones learn is not a new idea, but anpm'-

gives practical udvnce on: how to use lhc cross-age hclpnm, program in any
classroom. :
Outy, Nicholas. Lc'arm'r Teachers. Ncw York: Pcngum, 1972.

A highly personal diary, both intimate and humorous, of ¥he first probation-
ary year. A provocative case s!udy for those who hope to rcform lc.u.hcr training.

Postman, Neil, and Weingartner, Chal‘lcs Tcachmg as a Subversive Activity,
New York: Delta, 1969.

A challenging book that gou beyond the familiar criticisms and indictinents
of American eduction to propose basic ways of Ilbcraung Both lcachcm and
students for humanistic learning.

i
4 H

Purkey, Wlllldm W. Self Congepi and School Achlevemem Englewood Chffs
New Jerscy: Prentice-Hall, 1970.

This book focuses on how the self-conccpl develops in socul mluacuon and |

what happens to it in.school. It suggests ways for teachers to rcinforce posmvc
and realistic self-concepls in students.

Robert, Marc. Loneliness in the Schools ( What 10 Do About ). ano.s Minois;
Argus Communications, 1974

We have discussed how lonely teaching and learning can by. Ihls bouk
addresses the issue of loncliness in a forthright and helpful way. Many vuluablc
suggestions are presented. _

.Rogcrs Carl R. Frccdom m‘ Learn. Columbus Ohio: Charles E. Merrill, I‘969
We believe that this is one of the most important books written on humanistic -
education and Icarncr-cemcrcd teaching. The theme of the book is that students -

can be trusted to learn and cn]oy learning when a facilitative person can set up
an attitudinal and concrete env ironment that encourages rcsponslblc pzmlclp.lllon
in selection of goals and ways of rcachmg (hcm : S

* Ruchlls. (y. and Shareflin, Belle. ReaIuy-Cemcrrd Learning. New York:
Citation Press, 1975.
Reality-centered education focuses on subjects students consider real. This
- book discusses how the environment qf the school and Communily canbe brought

Peggy. Siudents Teach Students. Bioomlnglon. Indiana: Phi Delta
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Schmuck, Rnchard A, and Schmuck Patricia A. A Humanistjc Psychology of
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- -Education —. Makmg the-Sehvol-Everybody's-House—Palo- Mr&hfomin
National Press Books, 1974.

This book deals with various strategies for humanizing our schools.
Silberman, Melvin L.; Allender, Jerome S ; ans Yanoff, Jay M. The Psychology
of Open Teaching and Learning: An Inqulry Approach. Boston Little, Brown
Company, 1972.

A problem-oricnted investigation of téaching and learmng to nd teachers
in making personal decisions about their classrooms, wnh suucsted matcrials
and activities. '

The Teac her in 1984. Futunst Workmg Papers. Gresham Teacher Challenge
Conference. Durham, Ncw Hampshire: New England Program in Teacher
Education, 1972.

A collection of papers written by such educational leaders as Dwight Allen,
John Bremer, Francis Keppel, Stephen Bailey, and John Brademas, focusm.
on future directions and changes in teaching and teacher education required for
cmmng a more humune world. '

Torrance, E. Paul, and Pansy, .I Is Creativity Teachable? Bloomington, Indiana:
Phi Delta Kappa Educational Foundation, 1973. Part of the Phi Delta Kappa
Fastback Serics No. 20. .

The bookiet summarizes the results of a survey of 142 experiments desn;ned
to provide information about the teachability of creativity ‘i’: clementary and
. secondary schools. It describes in some detail several teaching ptoeedum used

1o help studcnts think creatively. _

Vallcu Robert E. Humanistic Edmauon St. Louis: C. V. Mosby Company, 1977.

Vallett’s book describes public and private school humanistic-affective
education programs, exaguincs commercial materials, and includes curriculum
guides and activities. The focus is on five levels of affective education for elemen-
tary and secondary students: understanding human needs; expressing human
feelings; self-awareness and control; becoming aware of human values; and
developing social and personal maturity,

~ -
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Bcrger. Evelyn. and Winters, Bonnic A, Socml Studies in the Open Classroom.

A Practical Guide. New York: Teachers College Press, 1973, _
‘Specific and practical suggestions on how social studies can be an inteml '

part of the open classroom. The focus isonintermediate and clementary grades.

Chernow, Fred B., ar;h Genkin, Harold. ’I“eachmg and Administering the High
School Ahemauve Educauon Program. New York: Parker Publlshm' Company, :
1975.

A pncucal book that dnscusscs nitty-gritty topics rclaung to lmmting lnd -
organmng an altcmauvc educational program.

Cornctt Joe D., and Askins, Billy E. Open Srhool Evaluauon Sysmn Austin,
Texas: Learning Concepts, 1976. -

The Open School Evaluation System contains a manual and three inven-
tories: Inventory of School Openness (1SO), Open School Teacher Attitude L
Scale (OSTAS). and Open Schbol Parental Attitude Scale (OSPAS) The manual " Y
contains instructions for administering and scoring the inventoriés, as well as S
suggestions for reporting results. Developed for administrators, program. staff,
and internal or external evaluators, the system serves three major functions:

_a guide or miodel for curriculum development, a basis for continual program

momtonng, and a comprehensive means of evaluation.

* DeTurk, Philip H. P.S. 2001: The Story of the Pasadena Alternative School.

Bloomington, Indiana: Phi Delta Kappa Educational Foundation, 1974. Part of oo

- the Phi Delta Kappa Fastback Scng
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»
A clearly written personal account of the birth and life of a free school,”

Fantini, Mario D. Public Schools of Choice; A Plan for the Reform of American
Education. New York: Simon and Schyster, 1973, - :

An excellent introduction to atitf.gxposition of alfernatives in public edu-
cation by a man who is generally rdcognized as onc of the most effective and
knowledgeable Icaders in alternative Schooling. ‘

Fantini, Mario D. Aliernative Education: A Sourcebook for Parents, Tea;'hcrs, '

Students, and Adminisirators. New York: Doubleday, Anchor Press, 1976,
A valuable guide for anyone interested in options for public schools.

Glauhol, Allan A. Alternatives in Education: Schools and Programs:.
Dodd, Mtad, and Company, 1975. _ _ .
This book is very practical in its approach, providing suggestions aitd idecas
for planning curriculum, staffing, facilitics, and evaluations for ‘all kinds of
alternative schools and programs. '

Goodlad, John 1, ct al. The Conventional and the Alternative in Education.
Berkeley, California: McCutchan, 1975.

Six contributing authors develop a scholarly’ perspective toward and
prospects for alternative educational programs.

Hertzberg, Alvin, and Stone, Edward. Schools are for Children: An American
Approach 10 American Education. New York: Schocken Books, 1971,

A comprehensive account of how the open classroom works, and the theory
behind it, written by two American ¢lementary-schoo) principals. '

Matiers of Choice: A Ford Foundation Report on Aliernative Schools. New
York: Ford Fpundation, 1974. _

This report reviews what the Ford Foundation has lecarned in funding
alternatives in education. v

Morton, Richard J., and Morton, Ja e" Innovation Without Renovation in the

Elementary School, New York: Citatign™Press, 1974: _
The authors. give numerous practical suggestions for -opening up a school

building built for teacher-centered instruction in self-contained classrooms. They

assert that innovative programs can be put into effect in most schools with walls, _

o

National School Boards Association. Alternative Schoqls:"NSBA Rescarch
Report 1976-3. Evanston, lHinois: National School Boards Assuociation, 1976.
A clearly written report.of practical value to school udministrators, teachers,
school board members, and people in the community. 1t covers such topics as:
What good to alternatives do? What problems do alternatives create? How much
do alternative schools cost? How are students matched with options? How are
alternatives evaluated? How are staff selected and trained? How can planning
TC~'csscs be tnitiated? ‘ ’ -
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Parker, John L. The Liveliest Seminar in Town. Bloomington, Indiana: Phi Delta

Kappa Educational Foundation, 1972. Part of the Phi Delta Kappa Fastback .

Series, No. 27, o ‘ " ' ’ ,
A personal account of how the author and several friends, while in Harvard

.Gradualc School, moved from talk about planning an inpovative high-school

program to actually implementing plans and launching an exciting new high

*school — John Adams High School iq Portland, Oregon.

. A\ . .
Perrone, Vito. Open Education: Promise and Problems. Bloomington, Indiana:
Phi Delta Kappa Educational Foundation, 1972. Part of the Phi Delta Kappa
Fastback Serics, No.33. B A o

This booklet, written by a well-known leader in open education, focuses on
open education in the clementary school. The author discusses what open edu-
cation is, materials and cquipment, usc of human resources, seading, and
evaluation. . : - '
Pflum, John. Open Education: For Me? Washington, D.C.: Acropolis, 1974,

A practical down-to-¢arth guide for teachers, demonstrating that freedom
with responsibility can make open education work. It discusses how to organize
and schedule programs, how to integrate teachers with special skills, and includes
lists of kits and materials, ' .

Postman, Neil, and Weingartner, Charles. How to Recognize.a Good School.
Bloomington, Indiana: Phi Delta Kappa, 1973.

What is school? What is a good school? The authors distinguish between
functions and conyentions of school, pinpointing conventions that best pl_‘;gmolc
educationally valuable experiences. ' '

Riordan, Robert C. Alternative Schools in Action. Bloomington, Indiana: Phi
Delta Kappa Educational Foundation, 1972. Part of the Phi‘ Delta Kappa
Fastback Series No. 11. . o

The glnhor describes what goes on-inside two public alternative high schools;
indicates some of the successes, problems, and patterns of development that recur
in many alternative schools, and suggests some of the tasks that must be accom-
plished if alternative schools are 1o have a deeper and more lasting impacf than

. previous educational fuds.

Roberts, Arthur D. (ed.). Educational Innovation: Alternatives in Curriculum
and Insiruction. Boston: Allyn and Bacon, 1975. i o

‘This book is divided into three pirts. Part onc looks at some major reforms
in cducation such as Montessori and “schools without walls" and includes sug-
gestions for implementing these changes. Part two talks about specific curriculum
alternatives in English, social studies, science, reading, etc. Part three focuses
on materials and staff development — simulation games, instructional uses of
junk, and differentiated staffing. ' -

/A
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Rounds, Susan. Teaching the Young Child: A .Ilundbook_ of Open Classroom
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A practical, detailed guide to organizing a stimulating and workable open
classroom for kindergartens and first grades. Topics covered include reading
readiness, “You und Your Body”, cooking in the classroom, and things to make
for your room.

Swith, Vernon. Aliernative S('hoob:. The Development of Options in Public

Education. Lincoln, Nebraska: Professional Educators Publications, 1975.

An accurate portrayal of the why and how. of alternatives in education. This
book relatdy the alternative schools movement to the issues. of the more conven-
tional ¢ } rogram. It provides busy people with understandings on
which to base decisions concerning the development of alternative schools.

Smith, Vernon; Barr, Robert; and Burke, Daniel. Aliernatives in Education:
Freedom to Choose. Bloomington, Indiana: Phi Delia Kappa, 1976, ,

" This book explores links between the development of options in education
and the future of education and society. It traces the options available in the
past 200 years and specifically examines the development of alternatives from
1965 10 1975. After comprehensively viewing the options available and emerging,
the authors give perspectlives on choice in public education.

Smith, Vernon; Burke, Daniel, & Barr, Robert. Oprional Aliernative Schools.
Bloomington, Indiana: Phi Delta Kappa Educational Foundation, 1974. Part
of the Phi Delta Kappa Fastback Series No. 42. .

This booklet describes types of alternative public schools, their imbacu. and
problems. .

Terrence, E. D. An Organizt;tional Explanation of the Failure of Aliernative

Schools. Palo Alo: Stanford Center for Research and Development'in Teaching,

- 1975. ° ‘

Explores a three-stage developmental sequence for alternative schools.

Weinstock, Ruth. The Greening of the High School. New York: Educational
Facilities Laboratory, 1973, - :

A sparkling and provocative report on changes and Alernatives in high
school education. 1t discusses the need for change in high schools and presents
nonconforming models of school programs and settings and how they cume 1o be.

-

. confluent education® - o
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Baughman, Dale. Buughman's Handbook of Humor in Education. Englewood
Cliffs, New Jersey: Prentice-Hall, 1974, oo :

We all nced to laugh; indeed, laughter may be one of tfic best means to
humanize schools. Read Baughm's book on how, when, and where to use humor
in education. His selection of educational humor is a gold mine of material.

Brown, George. Human Teaching for Human Learning: An Introduction to
Confluent Education. New York: The Viking Press, 1971, .

This book describes a Ford Foundation project on affective education.-

Many examples of affective techniques thut have been used in the glassroom that -

are given. A series of personal commentaries by teachers involved in the project 1§
included. Vhere are numerous practical ideas for teachers who wish to implement

-

Canficld, Jack, and Wells, Harofd C. 100 Ways to Enhance Self Congept in the
Classroom. Englewood Cliffs, New Jersey: Prentice-1all, 1976

An excellent resource of one hundred practical and concrete ways to enhagnce
students’ self-concepts, this book offers a variety of exercises und approaches
“that can be adapted 1o unique classroom situations and needs.

Casteel, J. Doylep ang Stahl, Robert ). Value Clarification in the Classroom:
A Primer. Pacific Palisades, California: Goodycar, 1975. o
A comprehensive study of values in the secondary classroom that encourages

the devélopment of values cducation as an integral part of academic stady.

-
\

ThirlYninc specific values lessons are included.
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Curwin, Richard. Discovering Your Teaching Self: Humanistic Approaches 1o
Effective Teaching. New York: Prentice-Hall, 1976.

This text can be used by individuals, pairs, or small or large groups. The
activities are designed to develop sclf-awareness and consciousness toward
studeants in the classroom. ’ i

;A practical handbook en the teaching of values through student writing.
Focuses on sclf-awarencss, interpersonal relations, personal growth, and ;he

formation of identity. -

) : Hendricks, Gay. The Centering Book. Englewood Cliffs, New Jersey: Prentice-

Flynn, Elizabeth W., and ons in Affecti . Hall, 1976, S ,
Yoy"ki Pa:lzl?ﬂ. |974.’ and LaFaso, John F. Designs in Affective Education. New A collection of awarsncss activities for chnldrcn.. parents, and teachers.

This book contains 126 teaching strategies on themes of commuynication,
frcedom, happiness, life, peace, and love. Each strategy is categorized by
traditional high school courses, is flexible as to time and content, and may be
used in a variety of settings. '

Hopson, Barrie, and Hough, Patricia. Exercises in Personal and Career Develop-

meni. New York: APS Publications, Inc., I97}. ' ‘
This book provides secondary teachers with a group of pracnca_l exercises

in personal and career development. Exercises are presented in a concise format,

. . i i includes an objective, suitability group, time
Fromkin, Howard L., and Sherwood, John J. (cds.). Intergrou nori Each exercise has an outline that inc ' _ _
’ ’ . -)- p and Minority : ded help or helpers required, materials needed,
Relations: An Experiential Handbook. e o e AT necded, size of group, recommen P _ ' .
1975, periential Handbook. La Jollla. California: University A.ssoclalcs, and a description of the exercise |
An important collection of activitics and cxercises that: facilitate under- ‘ o Ay
\. ' ication i i ; Mary Martha. Personalizing Education: Values
standing and communication in race relat , i ati Howe, Leland W., and Howe, Ty .
in conﬂ‘i!cl. rce relations, community rcla.tnons, and groups Clarification and Beyond. New York: Hart, 1975.

This book contains hundreds of specific suggcsli'or'IS' qu classroom activitics
t touching upon all subject fields, plus projects and activities in goal development,

Galbraith, Ronald E., and Jones, Thomas M. Moral Reasoning: A Teaching I relationships, and the solving of personal problems. . L -

:,{andbol(:é _6/or Adopting Kohiberg 10 the Classroom. Anoka, Minnesota: Green- values awarencss, persona \h
aven . ' o, ; ~
. ' s : i ter in the Classroom. New York: Holt, Rinchart, and )
1;,hc aullhors pn:'f:m a teaching process for stimulating elementary and &T:;:SBE:';"?;C th. Encounter in the :
sccondary classroom discussion on social and moral problems. The book is based AR . s and ter-type activitics
. ' . sentation of how group process and encounter-type _
on Lawrence Kohlbery's thcory of moral reasoning and development. ﬁ o havc,})c::‘:\c:ldndp:::s:lt‘):ﬁscd in the clals;sroom. It reflects National Training Labora-
. : i ion. A readable, practical, and provocative book
Hall, Robert T., and Daan. John U. Moral Education in Theory and Practi tories concepts of group interaction it i can be used to
B““""Og New York: Promc\lheus, 1975. ' 7 ory and Fraciice. with concnl:;c cx::ul)lcs of facilitative activities and exercises that can
~ This book suggests ways the theorics of moral education and values clarifi- enhance self-concept v '/
cal.mI‘\ can bc traqslalcd.|n| practical classroom activities, and shdws the use of Mattox, Beverly A. Gelting It Together. San Diego, California: Pennant, 1975,
case studies and simulation games. ' The author describes 45 specific classroom exercises in moral cdu;:a_ut_)n.
< applic: ; high school and discusses ways of using
Hawley, Robert C. Value F L e N i applicable from first grade, through hig
oot y. Robert C. Value Exploration Through Role Playving. Nu.v York: Hart, ‘ moral education in the classroom. .
A description of specilic role-play techniques applicable in junior and senior © & Ci : » bal -
. T . . - . is 5 ) Cinnamon, Kenneth M. 4 Handbook of Nonverbal
:"3:: schouls. 't::“ buork gw;s I8 formats f°; role-playing and discusses how this rr(:)rx:;: L.::rl:?:::‘ ;P;itf;lic:cl;' ‘I.IIinois' Charles C. Thomas, 1975.
cchnigue can be applied in the teaching of subject matter, the development of . o L . . rcicpc : cise variations. b
moral judgment, and decision making. - P I'his book mc_ludcs 160 excrcises and BS exercise vanal-lons
~ Hawley, R. C., and Hawley, 1. L. A Handbook of Personal Growth Activities Poppen, William A, “Games for Guidance,” Guidance Strategies and Techniques.
jl';;’( lassroom: Use. “Amherst, Massachusetts: Educational Rescarch Associates, Denver, Colorad: Love Pyblishing Company, 1975.
- . ' - : esenti ames that ¢ sed in the classroom to humanize
The .authors describe personal growth as “striving towards maturation” . A'.' article presenting 5""""5\ that can be used in the _ -
chgrgqlcnzcd by sglf-rclia_ncc and sclf~a_c|ualization. They offer a variety of ) - cducation. . S
activities that can be used in the classroom to promote personal growth, ' Reichert. Richard. Self Awareness Through Group Dynamics. Dayton, Ohio:
: . §i - : , p 1970. . !
Hd\:xlcy,'. ':alf: ;sSC|‘|I“ 0}' Su.ln_cynl:., an: l'l':n‘ton, [:' D. Compusition for Personal l nm}lpl‘\; author describes twelve group experiences for classroom investigation /
: 2 4 arification Throu, ing. * H: : - . Cya sne ; judi
l: [C ~ryic . ‘7 i 3 "”"3- ew York: ".d"' 1973. - _.i . of valucs, attitudes, frccdom and rcsponslbl_'")’-_ respect, trust, P'.cl"d'ce'{"_'% b
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male-female conflict. Each lesson planincludes definitions, the problems involved,
exercises for group experience, and discussion subjects. I '

Schrank, Jeffrey. Teaching Human Beings: 101 Subversive Activities for the
Classroom. Boston: Beacon Press, 1973. _ '
) Designed to make the best possible use of lively materials to get students to’
think about themselves and their society. Activities include simulation games,
group encounters, and the use of books and films. :

Simon, Sidney B.; Howe, Leland H.; and Kirschenbaum, H. Values Clarifica-
tion: A Handbook of Practical Strategies for Teachers and Students. New.York:
Hart Publishing Company, 1972. - ) -

This clearly written book describes seventy-nine classroom exercises designed
to help students clarify their values. Several examples of how each exercise can
be used are given. : -

Stanford, Gene, and Roagk, Albert E. Human Interaction in Education. Boston:
Allyn and Bacon, 1974. ' : > -

.. A valuable book for the classroom teacher. The authors provide a good
collection of process-oriented interaction activities that are based on experiential
learning principles. ‘

Swift, Marshall S., and Spivack, George. Alrernative Teaching Strategies; Helping

Behaviorally Troubled Children Achieve. Champaign, Hlinots: Rescarch Press,

1975, ‘ ' . .

This book covers such topics as the inattentive child, intellectual depepdency,
the impatient child, and other children with learning problems. Suggested activi-
lies encourage promoting relevant talk, increasing initiative, coping with negative
feelings and actions, and fostering self-esteem. - ‘

DR . i : ' .
Thayer, Louis (ed.). Affective Educdtion: Strategies for Experiential Learning.
La Jolla, California: University Associates, Inc., 1976. 4 '

This handbook describes fifty structural experiences designed to strengthen
the affective components of learning. Each activity has a standand format that
includes the goals, group size, time required, physical sciting, materials, step by
step process, variations, and notes. All the activities were designed by teachers
who were involved in humanizing their tcacﬁing—learning approaches. -

1 . L. B
Thompson, Charles L., and Poppen, William A. For Those Who Care: Ways
of Relating 10 Youth. Columbus, Ohio: Charles E. Merrill, 1972. .

This book focuses on how to use games to humanize education. An excellent
source of practical group games.

Weber, Kenneth J. Yes, They Can! A Practical Guide for Teaching the Advlescent
Slower Learner. LLondon: Methuen, 1974,

A collection of practical, creative activities that can hring the slow learner
intg full participation in the learning process. St ‘ -

Q ' 78 . - ' ' .

Windley, Charles. ‘Teaching anﬂ Learning with Magic. Wasﬁl‘linmon.

Acropolis, 1976.

Written by a magician, this book explains how to sct up a Magic

Center and discusses sixty-five tricks and projects to facilitate the lea
sciencc, math perception, and creativity.

_85-



Curricula and Training

Programs ,
4

»

.* ACHIEVEMENT MOTIVATION PROGRAM.

Alschuler, A.; Tabor, D.; and Mclntyre: J. Teaching Achievement Motivation.
Middletown, Connecticut: Education Ventures, Inc.; 1970. \
This_curriculum focuses an an individual’s strengths and helps to develop'
higher levels of motivation to achieve, personal resources, and success experiences
through individual discovery and group reinforcement. Personal goals, values,
and conflict of values are studied in the context of the individual's strengths,

BECOMING: A COURSE IN HUMAN REL’ATION_S

- Cromwell, C. R.; Ohs,. W.; Roark, A. E;; and Stanford, G. Becoming: A Course

in Human Relations. New York: J. B. Lippililcotl.-l975.,. e
An activity-centered course for high-school students consisting .of _th_re_e
modules. Module I, Relating, is addresspd (o a group building, distinguishing
between thoughts and feelings, and teaching listening skills. Module 2, Interaction,
focuses on developing skills in understanding and working with others. Module 3,

~ Individuality, emphasizes the stereotyping p;og;ss. values cl.riﬁuti?n. and the
role of sexuality in interpersonal telations.

3
i

C-GROUPS | g - o
» ) ¥ ; . ' )

Dinkmeyyr, D. C., and Cz;rlson. J. Consulting: Facilitating Human Potential

and\Change Provesses.’Columbus, Ohio: Charles E. Merrill, 1972. o
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This apgroach offers a concrete model for training teachers in humanistic
approaches fhrough group process. It is labeled C-Group becaise so many of its

- componentsibegin with the letter C — Collaboration, Conswltation, Clarification,

Confidential, Confr‘o_nla!ion._Communicalion. Concern, and Commitment.
CLASSROOM MEETINGS

Glasser, William. Schools Without Failure. New York: Harper and Row, 1969.
Glasser sees the major problem of the schools as the problem of failure. He
proposes the use of the class, led by the teacher, as a counseling group, that daily .
spends time developing the social responsibility necessary 1o solve behavioral
and cducational problems within the class, so that outside help is rarely needed. -
His concept of “the classroom meeting” has been implemented in classrooms all
over the country and is one of the most prominent and well-known approaches
to psychological education. ' o '

CURRICULUM OF CONCERNS -

Borton, Terry. Reach, Touck; and Teach. New York: McGraw-Hill, 1970. _

_ Terry Borton has designed and implemented in the Philadelphia public
schools the What-So What-Now What system of learning. What connotes sensing
a new stimulus or experience. So What is the transforming of the stimulus into
some kind of meaning for the individual. Now Wha is the acting function that

_ rehearses possible actionis and picks one to put into the world as an overt

response. The program fo¢uses on teaching students how to handle their concernsg

. and feclings, how to understand ‘and ‘be respondive to others around them; -

and provides a means for them to act in constructive and effective ways in their -
interpersonal relationships. - . ' .

-~

. - . . ° &
' _CllRl_l!CULUM OF INTENTIONALITY AND HUMAN RELATIONS

Ivey, A.,and Alschuler, A. (eds.). Psychological Education. A Special Issue of the
Personnel and Guidance Journal, 51 (May 1973). . o .
"~ The central objective of this curriculum iy the development of the intentional
individual — a person who has a sense of capability, who can generate behaviors
in u given situation, and who can respond to changing life situatiol’ so hedoaks
forward to-longer-term gouls. Students are taught varieties of selective attending

i)

to human relations and are endeuraged. 16 develop units in human relations. o

Teachers learn a number of ways to teach important concepts of human relations

_ in conjunctidn with regular academic work. Midro teaching provides a framework

where complex ‘ human-relations bel

_ ors are considercd and taught. This. .
curriculum was developed by Al'lvey

University of Masyachusetts.

. . . e a

Gelait, H. B.; Varcnhorst, Barbara; and Catey, Richard, DeCiding. l’tincctdn,-

Y B -
4 2

New Jersey: College Entrunce Examination Board, 1972, -, . .

- ’
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2 " Thisis a threespart courst of study on dccnslon“makmg. showing how values,
' inforthatibn, and strategy all pliy a paft in makmg decisions about life and
pcrsomd prublcms It. mcludcs lhmy-\wo exercises. :
"L \

Sy m:un:mn Psvcu()l,oclcu EDUCA’flON - .
‘\t{.l. a! -

*Mosher, R/ and Sprinithall, N. “Psychological Education: A Means t¢ Promote.

*Pc‘sonal chclopmcm Through Adolcsccncc. The Counsehng Psychologist,

2(197)), pp. 382,
Mosher and Sprm(hallhavc dcvélopcd 3 cumculum consmmg of systematic

_educational expesiences designed. to directly affect'the personal Jdevclopmem of .

- adolescents. The curriculim draws ondcvclopmcmal counsclmg, and educational,

,psychology and the huranities. It is: cm\tcpluallzcd as & scries of coordinated

-v—"'courscs focusing on various stages of the human lifescycle. Adolescents Study
- the prmdplcs of early- childhobd development, child development and care,

“middle childhood, adolescence, interpersonal relauoﬁs and marriage, and voca-:

tiona) and occupauonal decision makmg A sngmhcan( part of the cumcultlm is
experiential. - i O x :
. x
DIMENSIONS OF PERSONALITY .
.Lmbachcr W Dmmmom of Per.sonahlv Day!on; OhIO Gcorge Pflaum, 1969.
This gradcd program in, ‘affective education makes it poasible for teachers

' tp give systematic attention to the life of th¢child. The programis group-centered,

acu\gny-oncmcd and seeks to involve parcnls im considering the affective edu- .

cation of'the child. This 8 a commercially developed program for all six grades
" a lhc clcmcmary level and-is available frem Pfllaum/ Standard, Dlylon. Ohio.

.
' . i - .
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DUSO ()Q-" ) q~

@

Dinkmeyer, Don DUSO ( Dcvclopmg Undcrstaodmg of Self and Olhcn) Manual

*  €ircle Pines,"Minnesota: American Guidance Scrvnccs. 1970. SN

. Developing Understanding of Self and Others consists of kits of activities f. _

and materials designed by Don Dinkmeycr to facilitate- the social (nd emotional

dcvclopmcn! of children (K-4). The - DUbO activities make extensive use of

listening, inquiry, und discussion approachcs to__lcarmng The programs are

" based on the prcnf' 15¢ thut evéry child, in the procgss of growing up, is confronted

*  with normal delelopmental problems and that the classroom teacher can help

children with these prohle"ma Kits are ava:ldblc from'thc Amcncan Guidance
Services, ancapolls\ anesota

*

I'MO'IIONAI l-.l)ll(AlION
Elis, Albert, l:mouona! Education. New York: .lullan Press, 1\72
" Derived from rational-emotive !hcrapy. the Emouonal Educanon program
teaches children c.oncepls of how people think, feel, and behave: This is' accom-
- plished with regular “lessons™- in. cmouonal educauon through role playing

-
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demdnstrations, and in the cqurse of actual problems that may arise in the class-
room during the day. The Eghotional Educatipn program is designed for normal
chlldrcn and is |mplcmcmc in The Living School in New York City.

’

. HUMAN DEVELOPME T PROGRAM N

Bessell; H,, and Palomarcs u. Muhods in Human Development. La Mesa,
California: Human Development Trammg Institute, 1973,

The Human Development Program is dcsngncd to promote healthy emotional
-growth in children and facilitate learning in the affective doniain especially in
three areas of emotional development: self-understanding (awareness), self-

-confidence (mastery), and human rclauons(soclal interaction). The major strategy

is to employ cumulative, sequential activities on a regular basis. The vehicle is the
Magic Circle (8-12 m¢mbers) which meets for 25-50 minutes, cach session. The
. program is availablé for preschool and K-6 levels with general matcnals wmlable
and adaptable for sceondary school levels. ” -

- HUMAN nssouncz Dl-fvsl,omr:m | -

. Carkhuff, Rgbert R: 1Iw Dewlopmem of Human Resuurrcs New York: Holt, -

Rinchart, and Winston, 1971,
. Carkhuff, Robert R. Helping and Human Relauom. Vcﬂ% | and L. New York
Holt, llmehar(. and Winston;-1969.

This program is built .on.a skills rhodel and cmphasucs skills acquisition,
Behavioral skills are defined as behgviors that are operational, repeatable, train-
able, and predictable, Helping, mleipenoml problem solying, program dcvéfop—
ment, behavior, modification, training, phyncal rescarch and evaluation, and
man ment skills are tayght in this program

1
A

HUMANIS;I‘IC wuculon - T

0 Wcmstcm. G and Fanum. M Toward Humanimc E:Imauon Ncw York:
" Pracger, 1970.

This is a curgiculum a[:fpronch that focuses on !hrec unpormfn concerns of . |
ctedness (how one fits or does not fitinto his world .

sjudents: sclf-lmagc. discon

"~ or the whol¢ scheme ‘of ,}hmgs) ‘anll control:over one's life. Teachers learn how

10 fﬁncuonally relate and integrate these intrigsic concerns qnd fcclmgs to the
\eOrncqum and to thelr tca‘chml &tyles

o

_INFLUENCING HUMAN INTERAC‘I‘ION .o .

Kagan. Norma'h h(ﬂmm ng Human Interaction. Waslung!qn. D. C Amcncan _

rsonnel and Guidance Association, 1976.
This eurriculum is dcslgncd to help counselors, teachers, and admmmralors

develop effective communication skills. It facuses on skill in the facilitation of -
interpersonal “straight” wmmumcauon and,an mcrc.m:d awarencess of one's own .

mlerpersonal style.
R




. Boston: Allyn and Bacon, 1974.

"

- MY FRIENDS AND ME

' TEACHER EFFECTIVENESS TRAINING

" moderator, guide, and observer. Students not only leagn subject matter, but also

communication-cffectiveness training are also used,

@ordon. Thomas. Teacher Effectiveness Training. New York: Wyden, 1974. -
<% This program incorporates the principle of Parent Effectivencss Training

THE INTERACTIVE PROCESS OF EDUCATION \

RN . LN
Gorman, A. H. Teachers and, Learners: The Interactive Process in Education.. . -
1) .

- Gorman offers an approach in which the emphasis is op developing group-: .
process skills. In the group-process approach, strong multj-way convgrsation -~ ~
about content and personal concerns is encouraged with the teacher ‘acting as

learn about themsclves; how they react to cach other, 10 subject matter, and to
the world as a8 whole. Activities and excrcises used in this approach are primarily
derived fsom the National Training Laboratories. Value clarification and Gordon's

~

TOWARD AFFECTIVE DEVELOPMENT

Dupont, H.; Gardner, O. S.; and Brody, D. S. TAD (Toward Affective Develop-
ment). Circle Pines, Minnesota: American Guidance Services, 1972.

This program is activity-centered and consists of lessons, activitics, and
materials designed to stimulate psychological and affective development. Students
are encouraged to develop realistic sclf-images, to°consider their unique charac-
teristics and aspirations, and 1o use imagination and think creatively. A major
emphasis is placed on peer-group interaction. For grades 3 through 6, the program
is available from American Guidance Services, Minncapolis, Minnesota.

»

Davis, Duane E.- My Friends and Me. Circle Pincs, Minnesota: American Guid-
ance Scrvices, 1977, _ _
A program of group activitics and materials designed to help teachers and
parents assist the healthy personal and social development of young children.
The FRIENDS prggram includes 190 activities for groups of childrenin preschool
and day care settings and 38 related family activities that invite the children’s
parents or carctakers (o extend insights gained at school. Activijies are sequenced
in spiral order around the themes of personal identity, social skills, and

¥

understanding.”

and specifically teaches classroom teachers: 1) nop-cevaluative skills for helping .
students solve their own problems, 2) a method for'involving a teacher and a
student in the process of resolving their own conflicts, 3) a ‘method for getting a
class to work out a contract with the teacher that defines rules of classroom
behavior, and 4) mcthods for conducting cfiective group counseling with troubled
o nnderachieving -students.

g

.

Organlzatlbns

] i . “

]

| :‘
. ’ - . i’ 4
Alternatives Foundation
1526 Gravenstein Highway
North Sebastopol, California 97_452 _

An excellent resource for directories of free schools and personal growth/
social-change warkshops. - -

Associates for Human Resources A o .
P. O. Box 727 _ ' -
Concord, Massachusetty 01742

AHR offcrs a variety of workshops for counselors, classroom teachers, and -

school administrators. Personal growth, organizational development, change
processes, humanistic education, Gestalt approaches, and other human-

" development skills workshops are available. AHR offers consulting services to

schools that wish to humanize the classroom. 3
Association for Humanistic Education ‘
West Georgia State College T .
Carrollton, Georgia 30117

This group offers workshops, confércnccs, and pt_lblica_tioq_s for teachers,
- administrators, counsclors, and psychologists interested in h*g‘:z. .
. { A Py

j tion.
tqﬁceduca ion

. . ! 2, _,_.p\‘\,__.;_t\_y _'. .
Association for Humanistic Education and Development $‘f~i}ﬁﬂi*§%§%$ .
1607 New Hampshire Avenue, N.W. . T h’:i \:f;l‘ gy

" Washington, D.C. 20009 R (AR TS

> _A division of thé. American Personnel and Guidance - yion, this

organization -publishes The Humanist Educator, a quanterfy
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Learner-Centered Teaching: A Humanistic View
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\

dcaliﬁg with both the philosophical and practical aspects of humanistic education.
AHEAD is commitied to the encouragement and furtherance of humanistic ideas
and practices in education and in all helping scrvnccs concerned with human
development.
Association for Humanistic Psychology
416 Hoffman Street
San Francisco, California 941 14 ¢

This association publlshcs the Journal of Humanistic Psychology, an impor-

tant periodical that contains articles by the leadmg humanistic psychologists.
The annual conference of the Association is a “must™ experience.

N

.

The Center for Humlnisllc Education
University of Massachusetts Q
Ambherst, Massachusetts 01002
(Gerald Weinstein, Dkector) _

The Center offers graduate and undergraduate courses in Education of the
Self, Value Clarification, Humanistic Curriculum Development, “Theory of
Psychological Education, Race Rchuons. and Strength Training.

Center for New Schools
59 East Van Buren
Chicugo, lllinois 60605

CNS assists parents, students, and educators interested iwsetting up alter-
native schools. One of the resources they offer is the CBL Hox, full of infermation
on community-based learning. Their publications include titles such as Decision-
Making in Aliernative Secondary Schools, Planning Jor Change, and Strengthen-
ing Alternative Schools. .

- §

"Development and Research in Confluent Education

Departmenit of Education y A ‘

. University of California

Santa'Barbara, California 93106
(Goorge 1. Brown, Director)

These people are interested in dcvclopms curnculum and training teachers
in the area of confluent education. Their aim is to infegrate the knowledge a
activities of the: human-potential movement with the traditional classro m
curriculum, 2
Educational Development Center .
55 Chapel Street - ‘
Newton, Massachusetts 02158

- EDC is a non-profit organization speclam:lopmcnl of curricujum

ma(emls and teacher training programs. They are involved in many humanistic
projects.

& » X ’

Educator Training Center . . .
7140 West Olyppic Boulevard . - #

- Los Angeles, California 90006

"School of Education .

Appendix

Founded by Wnlham Glasser, the Center conducts in-service tmmng pro-
grams all over the country, helping to create “schools without failure.” The

principles of reality therapy are translated into practical staff dcvclopmcnt work-

shops aimed at building the self-worth of students through effective communica-
tion and motivation.

-—

-

Effectiveness Training Associates ' - . X
110 East Euclid | " §
Pasadena, California 91101 '

Under the direction of

omas Gordon, ETA is an organiutio;l whosé

object is to help pegple develop\effective human relationships in order to fulfill .
JIfill their potentials, and resolve conflicts in a

their own potentials, help others
spirit of mutual respect. It prep
Teacher Effectiveness Training,
Esalen Institute : ' -
1776 Union Street :

San Francisco, California 94123 -

s people (o leud Parent Effectiveness Training,
nd Leader Effectivencss Training groups. .
”» .

j
El is the first Growth Center established in America. I'l ll\VlJl has scvesal

lop—ﬂnghl WOrkshops for educators in humanistic and confluent education:

Human Developmcnl Training Institute -
1574 Uqursny Aveaue ‘
La Mesa, @thomn 92041 TN -

The lnsl_stetutc trains teachers in the theory and practice of the Magic Circle
approach. Tcl‘chcrs learn to use cumulative; scqucntlal activities on a daily basis
to facilitate learning in the affective domain, especially in three areas of emotional
development: awareness, self confidence, and human relmons

International Consortium for Optlom in Public Educatlon 4
Center for Options in Education
- 7r-3
Indiana University
Bloomlnglon. lndlana 47401 : ~
- A gradunlc program traidifg lcachcrs for work in, allcrnnuvc schools.

[ . -

——

L

The National' Altcmnive Schools Project ' .
School of Education

_University of Massachusetts . .o

P

Afwherst, Massachusetts 01002

- The Project offers assistance to those mlcrcslcd in°or lnvolved wnh
alternatives.

-

New England Ccntcr lor I’ersonll and Orgnniutioml Dev’elopmem

‘Box 575 .

Ambherst, Massachusetts * 0!002

The Center's main cmphasns ns .09 provndmg workshops in- humanistic
cducallon . :

Ca -
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Learner-Centered Teaching."\A Humanistic View

New England Program in Teacher Education :
Pettce Brook Offices
Durham, New Hampshire 03824

A New England alternative to existing Research and Developmient Centers
and Training Institutions. 1t develops projects and” offers services in identified
needs arcas and helps to build expertise démong teachers at the local level. It
sponsors the Néw England Information Center which provides actess to existing
files of resource persons, programs, products information packcls and domputcr-
ized. information systcms :

o' ~ g .
NTL Institute of Applied Bchavlon'l Schnce
1201 - 16th Street, N.W, /
Washington, D.C. 20036

Cpnducts seminurs for educators atits. many Cemcrs around the country.
Seminars include those in Student Involvemient in Learnitg, Change Accents in
Education and Educational Lecadership, as well as the Basic and Advanccd Labs
in Personal Growth.

~

* Racism and Sexism Resourge Cenlct for Eduulon o . T

.184| Broadway

Room 300

New York, New York 10023
Council on Interracial Books for Childre

-

Resource Center on Sex Roles in Eduutlon -s
1201 - 16th Street, N.W. )

>

'_Washmgton D.C. 20036

—
The. purpose of this orgnmnuon is to help: chmnkm sexism in education
throygh consultation, worluhops. tmnmg programs research, and publications.
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The followihg tapes arc available from:

Audm-Scmmars in Education _
Sigma Information, Inc. . : -
$45 Cedar Lanc ~ -

- Teaneck, Ncw Jersey 07666 S

Accounubillty From a Humanistic Penpectlve S
by 1. David Wclch ) ' '
A broadly ranging commentary that offers myaluablc observmom and solid
. practicality in dealing with the issue of accountability in cducauon An lnfotmiuvc
and thought-provoking seminar on !ape -
3 one-hour tapes: o
1. Humanistic accountab;lny .
2. Side 1: The teacher ds'a profcssmﬁal

Side 2: How.important is the concept of intelligence to tuchen? -

3. Side I: Apollo, Dionysus, and the cult of efficiency.
, Side 2: Accoum\abilny and thefeffcctlvc helper. ‘
The Aﬂ'eclive Developmenl of Chlldren lnd Tnchm in School
by Edward W. Schultz A ’
An cxplotqnon of the afféctive faccts of the-school situation, and thcu'
potential for both children and teachers, The' author provides guidelines for

. > affective communication, and for the development and cvaluation of affective
curncula -This series.of talks mof unusual |ntctcst to those workin. W'“‘ c'"”fﬂ‘ B S
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Learner-Centered Teaching: -4 Humanistic View.

3 onc-hour tapes; _
t. Guidelines for affective communication.
. 2. A matrix for developing g,ffcctiv‘e curriculum. y
3. Ptogram development and evaluation considerations for, affective
+0 education. : : :
" Affective Learning in Elementary and Early Chlldhood Education -
. by Kevin J. Swick -

These tapes present an exhaustive exploration of a crucial aspect of elemen-
tary and carly childhood education. The series is superbly organized and provides
the teacher with viable methods and means of relating to pupils, parents, and -
staff im the context of affective learning.
& 3 onc-hour tapes: - <

. Rationale and meanings.
2. Teacher behaviors for meeting needs of childré{’\
3. Relating and responding to staff, parents, and children.

F) . N -

" Environmenial Forces Affecting the Quality of Education of Black Children -
«~ by George Henderson . :
. This series offers an’intensive examination of environmental forces affecting
the education of black children. Historical insights are combined with thorough
analyses of the ‘evolution and implications of the current situation.

. 12 one-hour tapes; SN
1. The urban plantation: A discussion of historical conditions that still
plaguc blacks.» .

2. Health: A look at héalth conditions that affect education. _

3. Employment: A look at unemployment and underemployment in

black communities. :

P 4. Housing: A discussion of housing segicgation, welfare, and the
o black matriarchy. : "

5. Crime: Development and effect of juvenile delinquency and adult ‘
crimes. . _ ' .
6.. The importance of color: The importance of “Negro™ and “Black™;
" - and a discussion of Black Nationalism. o e
7. From slum to slum: Effects of environmental forces on stum children.
8. From slum-to suburd: A discugsion of.factors that resulted in one
~black escaping poverty. ) .
= 9. When schools fail: Analysis of lower-class children in.middle-class

~

schools.- R . . :
. 10. Preparing the community-at-latge for desegregation: Strategies and o
s - techniques for designing and implementing school desegregation.
.~ 1. From desegregation 1o integration: Ways adait

ers can make desegregation succeed. .
12. Beyond integration: Human relation_&é'onccrns for educators. _
Humanistic Tcnqh'ing : .
by L. David Welch " - e
A carefully constructed analysis ind complimentary methodology are pre-
sented here. Thc‘pcrs}mal factors that constitute and characterize the teacher’s

e hd

R 9() . , - :

.\)

nistrators and teach-" ¢
[Raand i '); -~ !

‘E"

A_ppehdix

composite functioning are discussed in depth. Welch also offers a philosophical
approach to the process of education and applies this logically developed phi-
losophy to everyday classroom interaction. An exciting, utilitarian series.

6 one-houy tapes: '

|. Becoming an effective teacher.
2 Tcachinggxs;;.{e;\c_ri g healthy personality development.

v 3. Side I: The¢ person of the teacher,
. ¥ . .Side2: Enc er witg a master teacher.
o 4. Teaching as fostering personal exploration and discovering of
> meaning.
5. Side 1I: The problems approach t&tcaching. +*

Side 2: A humanistic approach to discipline.
6. Side I: The goals of education.’ '
. Side 2: Some laws of change.
i LS

Human Relations in Education
by George Henderson - . o
~ An in-depth scries on the mecaning and modes of human relations in
" education. An incisiveanalysis of the gamut of influences affecting the develop-
. ment and implementation of a theory of human relations. -
6 one-hour tapes:
. Introduction — values clarification.
. The helping relationship.
Group dynamics in the classroom.
Workshops. i
Human relations and educational lcchnolov.
Evaluatigh and research. -' ¢

FABwN -

Self-Actualization
by Robert E. Valett : :

A practical and in-depth guide to the challenging process of self-actua)ization,
prescnted in a lucid manner. This series is designed to be used as a professiona)
tool by the listener and provides thoroughly detailed techniques 10 implement
in a self-actualization process. - o

* 6 one-hour tapes: -
1. The process of self-actualization.
2. Models of self-actualizing persons.
3. Self and social acgtialization.
4. Sclf-relaxation.
5. Active meditation. .
6. Psycho-social synthesiy. yan
Sexism in Education , .
by Myra and David Sadker ' o
» This discussion ex Iorc\s the sex biases in education that limit the options of
children of both sexes. The authors explore the negative impact of a male-oriented
society on females (leading to a loss of academic ability and self-esteem as they
progress through school), and the consequences of sexism in higher education. o
’ - [
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Learner-Centered Teaching: A Humanistic View

: 3 onc-hour tapes: _
1. Sexism in the elenientary schools. - 7

2. Sexism in the high schools. . . : |

‘(fu 3. Sexism in higher cducation.

.

The Use and Preparation of Classroom Scenarios Emphasizing the Use of Action,
Feeling, and Emotion in the Teaching-Learning Process | ‘ %
by Robert William McColl - u _ : _

A “grassroots” approach is taken in this practical series. Procedures are L . .
prescnted in a lucid manner that makes them casy to adapt for classroom use, ) F" )
This is a good tool for the classroom teacher. who has had little experience with - . ms
creative role-playing, as well as for the experienced teacher interested in updcr'- .
standing and achicving the subtler points of scenario use and preparation in the
classroom. :

3 onc-hour tapes: ‘ _
1. Side I: 'Introduction to scenarios and role-playing “games”, their
use, and problems to be aware of.
Side 2: Preparation of a scenario. . ) e
2. Examples of two scenarios (proxemics and diffusion) with an
emphasis on conflict. : ‘ __ : . . -

LY . : ’ -

\d
»

From MEDIA FIVE , .
. 110 North Cole Avenie, Hollywood, California 90038

- . . . 9

. ‘ : Reality mengy — Dealing with Discipline Problems / :

v B | . . -Dr. Wllllgl‘h Glasser's Reality Therapy is shown in live-action sequences C
applied to familar elementary school discipline problems.

oo L . _ Transactional Analysis — The Okay Clussroom
: ! . _ Dr. Thomas Harris’ I'm Okay, You're Okay concepts of Ego States, Trans-
' actions, and Stro!scs are applicd (0 the elementary classroom setting. '

" Using Valqes Clarification s | : '
Dr. Sidney Simon demonstrates several Values.Clarification sm'tcgiu’und o r-
explains his approach to the vaTuing_proccss (Secondary). ' '

¥
.

\ . ' '

Games We Play in High School . :

Roles, games, and T.A. are applicd to the highi-schoo) setting. Ptycholo;ical
. games of both teachers and students are demonstrated with commentary by

' Dorothy Jongwald, author of “Born to Win." _ Y

: . e _ 2 7
o 9 Z' o _ L _ T'E.T. XTeacher Effectiveness Training) in High*School _ .
. L Documentary footage shows how Dr. Thomas Gordon's no-losc method .
.can effectively be used in sccondary classes. ‘ - T
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- From PERENNIAL EDUCATION, INC. ] . N D : - S |
1825 Willow Road, Northficld, Ilinois 60093 . g n . S - -8 .
" Teen Sexuality: What's Right for You? , o . . oo )
This film portrays a health class and their teacher sight-sceing in New York , : . ~— ,_ _

City. Moral values, male-female differences, potnography, homosexuality, ‘and
venereal discase are some of the issues covered. (Secondary level). -
Human Growth — Il o

This newly revised film presents adolescent sexual development as a part of
an overall normal physical, emotional, and social process. The film is designed
to establish an atmosphere in which sex can be discussed without embarrassment
or tension. : :

From PSYCHOLOGICAL FILMS, INC. g
110 North Wheeler Street, Orange, California 92669

“

Touching .

This film features ‘Dr. Ashley Montagu discussing the key concepts of his
recent book, Touching. Utilizing research and medical opinion, Dr. Montagu
develops the case that touching is necessary for human life.

Reflections ' .

Dr. Carl Rogers talks extensively about his life and his work. Pr. Warren

Bennis is the interviewer in this sensitive and revealing film.

AY

A Time for Every Season

Dr. Everett Shostram desctibes the natural flow of emotional energy along.

the continuums of - weakness-strength and anger-love. Like the scasons’these
emotions are a normal condition of life, to be realized and expetienced. Dr.
Shostram demonstrates this tenet of Actualizing Psychology in a group setting.

From AMERICAN-PERSONNEL AND GUIDANCE ASSOCIATION

1607 New Hampshire Avenué, N.W., Washington, D.C. 20009 -

y
All Kinds of Weather Friend )
This award-winning film tells the story of the Portsmouth, New Hampshire,

projct, which brought parents and grandparents into the classroom as para-

professional counselors to work with children in a counseling and human-
development curriculum. Dr. Dwight Webb describes this revolutionary new

model for Elementary School Counseling. (Winner, 1975 APGA Best Film .

Award)) . .

.

Carl Rogers on Education (Part 1)
Carl Rogers on' Education (Part 1) '

e . . .o . i . g .
F'wo thirty-minute films in which Rogers describes how people acquire.

significant learnings and indicates the directions in which education must change
to_have real impact on students, ' N

Q -
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The Affective Domain: A Resource Book for Media Specialists  *
Communications Services. Corporation .

1333 Connecticut Avenue, N.W,

Washington, D.C. 20036

A.calalog of films, filmstrips, cassettes, and other mcdi; relafing to affective
education. . N : s o

& '

Barth, Roland’S,, and Ruthbone, Charles H. A Bibliography of Open Education: .
Advisory for Open Education. Nﬁ(on. Massachusetts: Educational Development
Center, 1971 .% AT

.Thls booklet aims to provide a stasting place for parents, teachers, and
adminstrators interested in open cducation, and is also designed to assist further
exploration for those ulready familiar with open educatign ideas. It includes three
bibliographies on books and articles, films, ang pc}iodichls. '

N

*Catalog of NIE Education Products, Volumes | and 2, 1975

U.S. Government Printing Office

- Washington, D.C. 20402 v

. I’\Wde.s descriptive information on 660 products and programs funded,
in whole or in part, by the National Insfitute of Education. The purposes of the

. catalog are to inform educational practitioners, developers,-policymakers, and

publishers about a wide range of school-oriented products developed with research
and development furds, and to provide information to help potential consumers |

_ make decisions aboyt the most appropriate educational products and programs

for their needs. The thirteen subject-area categories, of the products rapge from
acsthetic education for elementary sthaol students to post-secondary education.
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Educational Programs That Work, 1975

Far West Laboratory for Educational Rescarth and Development
1855 Folsont Street :

San Franaisco, California 94103 i .

. A combination sourcebook and reference guide té innovative demonstrator
projects carried on under, the auspices of the U.S. Office of Education during
1975-76. These programs were selected because of théy_unique successes in
academic/experiential arcas where more traditional approaches to schooling have
failed. The programs fall into categoriés hke secondary alternatives, early child-
hood and parent readiness, environmental studies, rgading/ language/ math, and
special education. -

: _ ~ _
Canfield, Jack, A Guide 10 Resources in Humanistie and Transpersanal Edu-
cation. Amherst, Massachusetts: Mandals, 1976. -
Contains annotated references ta over S00 resources including books,
curficula, classroom exercises, tapes, films, curriculum development projects,
newsletters, journals, growth centers, aid consulting organizations.

- Hough, J., and Duncan, J. A Living- lxarniné Catalog: S&mmvlwre Else. Chicago;
-{llinots: Swallow, 1973, N

A directory to non-s¢hool learning with 400 annotiated catries informing -
the reader of people, places, networks, centers, books, and groups that he or she

might not otherwise know ahout, ~ . . .

Howard Suzanne. Liberating Our Children, Ourselves,
American Association of University Women, 1975. .

Thisis a handbook of women's-studies course materials for teacher educators -

R and classroom teachers. ?-c(c are necarly 300 articles, bodks, papers,-organiza-
tions, and other resources listed. This is an important resource for anyone
intctested in eliminating sexism in the schools. :

1
L}

Human Values in Children’s Books. New York: Council on Interracial Books for
Children, 1976. )

This volume revicws 238 books, identifying the values they tranymit to chil-
dren. The books are examined for sexism, racism, materialism, clitism, individ-
ualism, and ageism. :

Johnson, Laurie Olsen (ed.). Nonsexist Curricular Materials for - Elementary
Schools. Old Westbury, New York: Feminist Press. .
A compilation of specific materials and techniques to help dispel traditional

sex-role stereotymng that limits children’s potential.
/

Learung Directory: A Comprehensive Guide 10 Teaching Materials
Westinghouse Learmng Corporation

10 Park Avenue : P
New York, New York 10017 * . h
Lists over 200,000 items that can be used in the classroom. -

ERIC .
- 96.

Wa;shi\nglon. D.C: ~
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Appendix

S

Racism in Career Education Materials. New York: Council on Interracial Books.
Presents the findings of a major study of 100 career education materials by
a six-person team of the Council on Interracial Books. The materials from ail
grade levels - printed and AV -- were.examined for evidence of racism. The
booklet includes a description of their critéria, the results and findings, suggestions
¢ to teachers, lesson plans, and a bibliography on racism. -
_ Schrank, Jeffry. Media in Value Education: A Critical Guide. Chicago: Argus
Communications, 1970 - :
A comprehensive summary of nearly 100 films that can be used in value
education, along with suggested questions for discussion. .

Sexism and Racism in Popular -Basal Readers: 1964-1 976. New York: Council
on Interracial Books, 1976. ' t
A dectailed analysis of the Baltimorc Feminist Project, a group of concerned
" educators, parents, and students. The best study we haye seen, it comprehensively
explores both racism and sexism, going beyond a mere counting of the numbers
of minorities and women to discuss connections betwéen the books' subtle mes-
sages and the effect of the racism and sexism on all students. | '
N »
Satial Studies School Service Cataloy
10000 Culver Boulevard
P.Q. Box 802 N ,
/ Culver City, California 90230 ‘ ’ -
¢ A rich compilation of $imulations, paperbacks, teacher resource materials,
gamcs.-cxcrcmnd activities thaf dedl with such topics as values, racism, seXism, -
psychology, s ogy. human riglits, native American studies, and other impor-
tant issues in humanistic cducalio). t ' .

tu

Spredemann Dreyer, Sharon. The Bookfinder: A Guide 10 Children's Literature
AbDut the Needs and Problems of Youth. Circle Pines; Minnesota: American
Guidance Services, 1977, ' ' '
>~ Thigreference work describes and categorizes 1,031 current children’s books
according to.more than 450 psychological, behavioral, and developmental topics
of concern to children and young adolescepts. The design of The Bookfinder
makes it possible to identify books according to their themes and to read synopses
of')lhci: contents before deciding to obtain.or recommend particular books. An -
excellent source of ideas for bibliotherapy. L
White, Marian E. High Interest/ Easy Reading: For Junior and Senior High
School Suudents. New York: Citation Press, 1972. : ' «
Here is an annotated st of hundreds of easy-to-read books abut many
subjects, geared to stidents who do not usually enjoy readmg.

Zuckerman, David W., and Horn, Robert W. The Guide 10 Simulations| Games
Jor Education and Training. New York: Information Resources, Inc., 1976.
A comprchenyive S00-page annotated review of simulation games inall ficlds,
for all ages. The guidu.tgcl_udcs articles about simulations and their uses.
] : ’
-
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. 1
AFFECTIVE *EDUCATION FOR VISUALLY IMPAIRED CHILDREN

+ 3
. Don C. Locke ,
Associate Professor and Actind”Head
Department of Counselor Education
North Carolina State University
Raleigh, North Carolina .- €

Edwin R. Gerler, Jr.
Assistant Professor =
Department of Counselor Education Cee
North Carolina State University .
Raleigh, North Carolina ' - -

Affective education has received considerable attention in
“the counseling literature. Both Personnel and Guidance Journal
(Goldman, 1973) and School Counselor (Carroll, 1974) devoted
special issues to the topic. Likewise, Counseling Psychologist
presented a number of articles  (e.g., Cognetta, 1977; Erickson,
1977) about affective education. -

Among the most poﬁular af fective education brogramé in
elementary schools are the Human Dgvelopment Program (Bessell
& Palomares, 1973) and thg Developing Understanding of Self
and Others program (Dinkmeyer, 1970). The Human Development
Program (HDP) involves children in small group discussions of
attitudes and feellngs about specific topics. The prdgram
Developing Understanding of Self and Others (DUSO) involves
children in puppet and ré&le-playing activities related primarily
to the affective’domain. N ' o

Studies of affectlve programs [such*as HDP and DUSO have
- produced mixed findings. 1In studyind HDP, forx 1nstance. Halpin,
Halpin, and HArtley (1972) and Jackson (1973) found- that the pro-
gram had significant effects on children's interpersonal relations
and reading achievement, whereas Harris (1976) and Hawkinson
(1970) found no significant effects from.the program. Similarly,

Lohis study was conducted through a grant provided by the
-faculty Research Pro£e551onal Development Fund of North Caroiina
State University. :

SEPTEMBER 1981 : ' ' . 11

[!Sh£; : '.‘ ' . E)§5 L } o . i
’ : " - - : l; oo T %ﬁ" N

e

.

-89;

/’



[ 4 . *
in studying DUSO, Koval and Hales (1972) showed that it incrcased
children's self-reliance, whereas Allen (1975) f{ound no effects
of this +%ind. In short, it is not clear fyom research what
contributions these types of programs make in the classroom. i

. Neyuxthcless, these programs continue to be used wideiy. . '

this experience on these children's self-image, attitude twoard R
school, and classroom behavior. The coordinators chose the buso
and HDP programs for use in the project, and they sclected two
“advanced graduate'students in counselor education who had not
‘previously worked with.visually impaired children to lead th¢

. o - . hd . *
A¥fective education programs continue to be popular partly programs
Y - .

because children enjoy participating i - .
_ L joy parti p‘ ing in them (G?rler & Pepperman, . Most of the teachers at, the Morehead school were unfamiliar .
1976) and because teachers see -intangible benefits from the : 3
programs As one teacher ¢ nted ut usi HOP. "T can't with the DUSO and HDP programs, and although the teachers werg

sing ! not to be group leaders, their support wds essential td the smooth

. tell yet if anything is happening to the children, but I can feel . - - I : : ;
- myself chamging® (Nadler, 1973). running o{ thg proje;t. Theyefore, the project cooernatorg
: . . conducted ‘an’ in-service session for teachers. In thig session
' : L the coordinators outlined some goals and activities of the DUSO

Despite the widespread use of affecti o & i d i3
P P ctive education an and HDP programs and also discussed some research findings rela-

deipitc recommendations that affective strategies be used < !
ati . i : . he coordi S
particularly in mainstreamed classrooms (Newberger, 1978), little tive to the use of these programs Because the coordinators,
. . + hoped that these teachers would eventually want t ead DUSO and
attempt has been made to evaluate the effects of affective educa- g . .
. . . . 1 \_ HDOP groups, the coordinaters encouraged teachers tOread parts
tion on handicapped children, either in mainstreamed classes -or of the DUSO and HDP instrictor's.manuals .
in special education classes, While it seems, safe to assume that : ’ oo '
handicapped ¢ i i : 1 - '
N hildren w111.ga1n as much from these programs as ' : Evaluation procedures, To evaluate the effects of affectave
nonhandicapped children, it seems equally reasonable to say that . ’ i 1f-1 i d hool d s
at least some attempt should be made to evaluate the partici ation education on self-image, attitude toward schoo’. an classxoom
i . ) . p P . behavior, the coordinators chose three instruments: the Self-
. of handicapped children in affective education, if for no other - . : . . .
reason than to Xe s it i t bei h ful Appraisal Invgntory%Primary Level (Ins}ructlonal Ob}éctlves
.her07 therefore 1: (::et a sc:i ngffart.u - dOur ?urpose. : Exchange, 1972), the School Sentiment Index-Primary Level
invoivin Viluawl . Zd e:ild ¢ an a 7;)1ve education project o (Instructional Objec&ives Exchange, 1972), and the Pupil Behavion
ving y impaired c Lldren, and | , to discuss what ,Rating Scale (Lambert, Harsough, & Bower, 1979). The first two S;-
implications the results of this project might have for the use : i i L
of affective educati with both® handi a 3 h . instruments congist of 36 and 37 items, respectively, and were
children ucation andicapped and nonhandicapped ‘ read to the children by graduate students. ' The third instrument
) . _has 11 items and wis tcompleted by the children's classroom
. teachers. The coordinators worked out ‘ah evaldation process
v . ; . .
. - o . ~ which provided a reasonable evaluation of the project within the
Project D.lcﬁiption _ . . A - . ‘ scheduling constraints 'of the school. Thé evaluation proceeded-

. . as follows:
Setting. The Governor Morehead School for the Blind, T

located in Raleigh, North Carolina, was the site 'used for this 1. The 36 primary school students who received parental
project. The Morehead school is a residgntial school which . permission to participate in the project Were assigned randomly
enrolls roximately 270 childr kind
grade ;:2 2 ltu;eﬁt. inc:ilde:naﬁzoxlthg erga:;?ndto I;th to three groups’ (12 students per group): a DUSO group, an HDP
- n N .
" used in this stud The school-ozfer: coufzzg simi;'rg:a ehwerg _ group, and a comparison group. In the comparison group children
y- ’ Y 9 1ia _o't ose e ' listened to stories and ptayed games under the supervision of
in any public or private school as well as,rourses specifically : ‘a beginning graduate student in counselor education. These
: . . ) .
::;:::: to Vi'i:? and visual impairment (e.g.’, braille and . groups met three times a week for about 15 weeks. Six students
y training). o . o i ~ who for administrative and/or scheduling reasons could not par-
‘ .I 1 in . . ticipate in one of the three groups served as an additional
auc :p ementing the project. ?he,coordinator. of this affective ‘comparison or control group., This group was not a part of the
rducation project included the director of coqnseling and the original design but was included since the researchers could
primary school principal from the Morehead school as well as _ obtain data on these students, : o
consultants from the counselor education department at North r - : . -
Carolina State University. The goals of this project were to . 2. The self-appraisal instfument was administexed at the "
give some of the children at Morehead school a first experience : ‘beginning and at the end of the project. The school attitude
with affective education and to evaluate the effectiveness of : ' T
1\ .o b . -
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“tndex and the behavior rating scale were admxnistered only at the . . ~ ' ~ . .
end of the project. _ Discussion of the Project's Results v - '
’ . N L . t '_ : o ) Children's self—epggaisalv Table 1 presents the results of ,
3. To c ’ —_— .
© colkect additianal information on these children's - s the pre- and postevaluation of childrén's self-appraisal. The

Jbarticipation in HDP and DUSO, the project coordinators observed

several scssions, and the group” lewdors kept journals on the HDP

and DUSO sessions. 1Included in each journal entry were such

items as date of the sgession, topic for the day, session length,

and a general deseription of the children's partxcxpatxon during

the session. . , ) -

- . -

table displays the results in the form of several subscales,

that ishow the children viewed themselves in their group environ-

ment, in their family environment, among their peers, and in the

school environnent The table also presents a total self-appraisal

score § l\lthough the changes in self-appraisal werc not large for® |

either the HDP or DUSO groups, the changds were all in a positive

: - direction which was not the case with the play group and the

. - control group. In the play group, for example , chafges in the . .
négative direction occurred in both the general and school
subscales. In the control group, no change was observéd in the
general and peer subscales while a negative change occurred in

. . the school subsdale. Statistical analyses of variance (ANOVA)

ot these data did not produce significant results for any of the
changes. Thé' evaluation ‘appears to show, however, that these

» ’ .

The Affective Education Process

Beginning the groups. Most of the kindergarten thsqhgh
third grade children at Morchead school had not participated in
anything like buso br HDP; consequently, beginning the groups
was a difficult experience for leaders and children. The leader

of th
e DUSO group, for instance, who was eager to pe ready for affective education’programs did not cause a negative self-concept

the first session, prepared name tags for the children so that .
f t,
she would be able to call each ¢hild by name. The leader found ’ of theiae visaally thpaired children and may, in fac have -

that these children needed a lot of auditory stimulation.  She = . enhanced self-esteem to a small degree. . : ,
therefore decided to play recorded DUSO stories for the next few _ : In light of Coopersnith's (1959) findings that stlf-esteem
seesions and attempt to ayk the discussion gquestions suggested in - . is a factor in*academic achievement, it is useful to learn that
the DUSO manual. She gaihed the children's attention using this : e ﬂ; affective education seemed to increase the self-esteem of these

method and was able to move, gradually into regular dlSC“SSIO"S ' 3 visually impaired children. .On the other hand, a question remains

+

K

’ : T B as, to whether or not affective education would have had equally
She C:::,:i:dl:::ez :;sodfound ome dxsc?uragemegt;:t the beginning. ' positive effect on these children had they been in mainstreamed :J
v e disruptiveness of some o e HDOP partici- ‘ w4 classrooms and participating in heterogeneous affective education§’ A
pants. She quickly fourd, however that all the children enjoyed groups. Strang, Smith, and Rogers (1978) found in some cases F
':::1:::ec;: HDP 302:1223 when the{ wexre :iIOWEd to repeat or to b » that handicapped children acquired feelings of inferiority when
highlighted :hesentlmes :ggeone e sg in the groug The leader s participating with nonhandicapped children. Others (Gerler,
nore mzna eable + 1n so doing, made the HDP group . ¢ . 1979; Newberger, 1978) haye argued, however, that affective
9 B - education will prevent such feelings and will #tually facilitate
th instreaming s.
Ind&cntion. of group cohesiveness. After about 9 or 10 ses- . ¢ main 9 proces ,
, 3ions, the children seemedto gain a great deal fromeach other inthc ' Children's behavior and ‘attitude toward school. Table 2 }
grouP-. The HDP group began to develop cohesiveness during a ' shows the results from follow-up méasures of the pupils behavio
session in which the children discussed the topic, Nicknames I and the pupil’s attitude toward school (A high score on the ™
3 . p .
Rish I ﬂad ’ Pupil Behavior Rating Scale indicated teacher disapproval of
. . ' . student behavior whereas a low score indicated approval. A high
¢ Concluding the ggggggqt The conclusion_of the DUSO group- i : . score on the School Sentiment Index reflected a positive atti-
seemed to bring more organized physical activities for the child- tude toward school whereas a low score reflected a negative
ren, particdlarly role-playing activitjes, as well as times to ' attitude.) _ P
review lessons from previous sessions. ‘The HDP group, on the ’ e
other hand, focuged on ways ‘to say goodby and on leaving the The results of the behavior rating scale provide some
group with positive feelings. In ‘short, ,both groups came to . interestxng ccnpariBOns. Children in the HDP and DUSO groups -

satis{ying conclusions for the children who were partiofﬁ%tipg. recqived more approval ratings from teachers than did the chdld-

. . : ren in the comparison groups. (The teachers did not know in
' _ ) which group the children participated.) Although these resultsarc

P ' . .
14 | ‘ _ THE HUMANIST EDUCATOR .  SEPTEMBER 1981 102 - 15




Syt TR ot e e

o

Loy
Y

V.\%:‘)m‘,ﬁ&,} e SR

TABLE 1

2

Means and Standard Deviations of Prescores and Postscores

on the Self Appraisal.lnven;o}y

" 4 DUSO- "wop | Play Control
(n=13) - (n=11) - (n=12) (n=6)
¢ < - s
. * N SD M SD ] SD N sD
D L ¢
Self Appraisal . .
fAyrelcore): . #
! General .7.46 2.44 6.54 2.88  6.67 2.39  6.67 1.37
i ramily 1 6.38 2.22 6.28 2.49 6.00 2.26 4.67 0.82 '
¢ . . _ o
Peer - 5.31 1.80 5.18 1.99  4.83,2.08  5.17 0.98
School: 5:62 2.33+ 6.00 2.79  6.00 2.34 5.83 0,98 :
. L8
Total 24.92 8,06 24.00 9.50 °23.75 8.02. 22.66 3.38
‘ .
Self Appraisal
(Postscore) : -
General 7.61 1.12 7.82-1.08  6.50 1.50  6.67 1.03
Family 7.08 1.19 7.64 1.36  6.75 1.60 5.67 0.82
Peer 6.07 1.26 6.18 1.72 83 103  5.17 0.75
school 6.15 1.52 6.73 1.90  5.67 1.61 5.67 2.06
Total 27.53 2.93. 28.36 5.04 25.08 3.65 23:50 3.27
Note. A high score on the Self Appraisal Inventory indicates
a positive attitude toward self while a low score indicates a
negative attitude. ' ' ’
: y
a0 L
e
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not statistically significant, there seems to be a trehd showing
that both HDP and DUSO helped these children to practice and use
behaviors listening and taking turns. ,The fact that teachers
rated the behavior of HDP and DUSO participants more favorably:
than that of the other children could have some important implica-
tions; for, as Braun (1976) and Finn (1972) found, pupils who are
viewed positively tend to regard thefBelves hilghly. Again, howeve
one wonders whether HDP and DUSO would have’enough influencé on
handisapped childreh's behavior to affect teachers' judgments in
mainstreamed classrooms. Tné presence of handicapped children in’
regular classrooms may, in fact, increase teachers' anxiety and
therefore result in less than adequate teacher-pupil relations and
lower performance levels among students (Kearney & Sinclair, 1978)

s

Although HDP and DUSO seemed to affect the behavior of .
visually impaired children in this project, the programs did not
seem to hove any special -effect on the children’'s attitude toward
school. The measure of schoal attitude showed few differences
among the children in the HDP, DUSO,- and play qro‘;?. The control
group children, however, scored somewhat lower than the other
children. Appqrentlx, the oppoxtunity to participate in something
novel caused theg slightly higher scores among the HDP, DUSO, and
play group participants.

N . :4
. TABLE 2 Ta
Means and Standard Deviations of Follow-sup Scores on the
' Pupil Behavior Rating Scale and the .
School Sentiment Index” ‘
DUSO HDP Play Control
(n=13)_ - {n=11) (n=12) (n=6)
% - —
M SD M SD M SD M SC
Pupil Behavior _
Ratipga 19.15 10.66 17.54 8.239 22.83 12.34 26.67 7.¢
School b t o : _ :
3 t° - 28.23 4.69 27.18 6.74 28.25 4.07  25.33 4.t

Sentimen

-

£ _ o .
%A high score on this instrument indicates teacher disapproval
of student behavior while a low score indicates approval.

bA-high score on this instrument indicates a positive attitudc
toward school while a low score indicates a negative attitude.
: 1 |
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Some_1Info Observation ! Bessell, H., & Palomares, U. Methods in human development .

La Mesa, Calif.: Human Development Training Institute, 1973.

In addition to-the data collected in this project, there were
some informal observations made that merit discussion. Not "
surprisingly, the HDP and DUSO leaders observed that it was nec-
essary to provide considerable nonvisual, sensory stimulation to
keép visuall; impaired children interested in the affective
education sessions.

’

Braun, C. ‘Peacher expectation:? Socidpsychological dynamlcs;

Review of Educational Research, 1976, 46,185-213.

2 ] ' . )

Carroll, P. Special feature: Training models in communication.

School Counselor, 1974, 22, 93.

. v . v .
tta, P. 1 t 1 ation: i

education programs whether the programs are being used with handi— y qugzssg e teagziise;zdzlpsyggﬁizzijz iguz:;;Z;jstA T;g: SghOO]
capped children or with nonhandicapped children. Children some/’ : 22-25 ? : g sy ‘ cT
times discuss, for example, their feelings toward ‘the music and - ] : . +
songs in’ the DUSO program. To gglmulate éﬁén morg discussion, a Coopersmith, S. A method for determining types of self-esteem.
teacher or counselor can record some DUSO songs with all the yests Journal of Abnormal and Social Psucholo 1959, 59, §7-94.
in the music omitted (Gerler, 1979). The children usually'lgugh . : 4 gy e -

>

Sensory stimulation is an important 1ngredient in affective .

-

t th 3 . . b . C .
- e new sound and like to discuss these new feelings The -// Dinkmeyer, D. Developing understanding of self and others
1maglnation of teachers and counselprs can generate many other : : . © . . . .
(DUSO, D-1). Circle pines, Minn.: erican Guidance Service,
ways to use, ,sensory stimuli 1n affective edq.atlon. 1970: * : ,f
Conclulién ] . . T - ot ' Erickson, V. L. Deliberate psychological education for women:
o nmRol " . _k ' ' . A cursiculum follow-up study, Counseling Psychologist, 1977,
6' 25-29,

This affective education 'project illustrates-that programs
lakidHDP andlD:SO Ea: bi usid effict;vely y;;h zlsually impaltid Finn, J. D. Expectations and the educational environment. '
children. ‘Althoug t 1s virtually“impossible to generalize € ) Review of Educational Research, 1972, 42, 387-410. Iy
results of this project to work with other handicapped children, _ _ _ qo

;he res:l:s seem to tndica;: t:at ft leastifaiiizt;ve Zdui:tzog Gerled, E. R. PrEVenting the delusion of uniqueness: >Multimodal
oes no ave a negative effect on eir se em and attitudes education in mainstreamed classrooms. Elementary School Journal,
toward school. - 1979, 80, 34-40

. ’ ’ J -

k]

The results of this project raise some questions about the
use- of affective education in mainstreamed classrooms. HDP ard
DUSO, foi instance, seemed to increase the self-esteem of visually
impaired children in this project, but would the same effect be ' 17ﬂ
observed in a mainstreamed classroom where the ‘HDP and DUSO groups _ g
were not composed solely of visually impaired orx handicapped
children?

Gerlery E. R., &'Pepperman, C. W. Cchildren's reactions to small
group psychologicadl education. Together: Journal of the
Association for Specialists in Group Work, 1976, 1, 40+47.

L - :

Goldman, L. A special issue is born: Amherst-Washington-New York.
Personnel and Guidance Journal, 1973, 51,(%862587. -

Halpin, W.j; Halpin, G.; & Hartley, D. The u}fécts of classroom
guidance programs on sociomefric status of second-grade pupils.
Elementary School Guidance and Counseling, 1972, 6, 227-232.

We need to know muth mbre about affective education and its
effect on all children. This project involving visually impairéd
children gives some evidenc# that affective education can be

used effectively with 1ncrea${ngly dlvgrse populations Harris, S. R’ Rational-emotive education and the human dcvclo{mpm

program: A guidance study. Elementary School Guidance and 4 .
Counscling, 1976, M, 113-122. e
Refergnces

-

Allen, R, _The effects of DUSO upon the reported self-esteem of ¢ elementary school children. Unpublished master's thesis,
selected flfth-grgde subjects. ‘Unpubllshed doctoral disserta- California State Univeysity, 1970. .
tion, Univeity of South Carolina, 1975. .

~ ' | .

Hawkinson, A. The cffect of the HDP on the sclf—cbncept of sume
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Instructional Objectives E&Qhange._ Attitude toward school K-12:
Sehool, sentiment index-priary level. los Angéeles, Calif.:
Y I\Lithor't%72. '
*  Instructional Ohjectives Exchange. Mcasurces of self concept K-12:
Self appraisal inventory-primary level. Los Angeles, Calif.:
Author, 1972, .o

Jackson, W. A, study of the relationship of a small group discus-
sion activity, the self-concept and reading achievement of
selected 4th-grade boyd and girls. Unbublished doctoral disser- .
tation, Oregon State University, 1973. o

Kearney, G., & Sinclair, K. E. Teacher concerns and teacher .
anxiety: A neglecZed topic of classroom research. Review of .

Educational Research, 1978, 48, 273-290. : ’

> 4 .
Koval, C., & Hales, L. The effects of the DUSO guidance program . .
on the self-concepts of primary children. Child Study Journal, /
1972, 2, 57-61. . . / [

t . 4

Lambert, N. M.; Hartsough, C. S.; & Bower, E. M, Pupil Behavior
Rating Scale. Monterey, Calif*.: Publishers Test Service, 1979. -
i S :
Nadler, D. Affecting the learning climate through magic Circles. ’ -
Elementarg:School guidance and .Counseling, 1973, 8, 107-111. '

Newberger, D, A. Situatfonal socialization: An gffectivée inter-

( aqtion'component of the mainstreaming reintegretion construct.
Journal of Special Education, 1978, 12, 113-121.

! ; '

Strang, L.;;Smith, M. D.; & Regers, C. M. Social comparison,
multiple reference groups, and the self-concepts of academically
handicapped children before and after mainstreaming. Journal
of Educational Psychology, 1978, 70, 487-497.
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Values' Clariﬁcatio'n:' !t’s Just
a Matter of Timing =

If you wang to knott

where you are going,
it helps to know .
where you are from.

-

When | thmk back on all the crap |
" learned in high school, -
it's a wonder | can think at all. .
Paul Simon, Kodachrome

Paul Simon’s lyrics aptly reflect the dis-
enchantment of a segment of our youth
population with regard to_their educa-

tion. More importantly, they adroitly:

pinpoint the fact that some students

see absolutely no relationship between

what schools attempt to teach and what
these students later deal with in real
life settings. Similar criticisms arise not
only fror student ranks, but from educa-
tional personnel as well. Silberman's
(1970) study. for example, maintained
that schools were “grim, joyless places”
where very litde learning took place,
and one need not look far to realize
that schools and education have become
targets of indictments everywhere. Jus-
tified or not,-the criticisms largely re-
flect a discontentment with the educa-
tional scene in our country and an en-

~ needs, feelings. and perCeptiogs. In con-

—4

From The Personnel and Guldance
Journal, 1977, 55(5).

-

L]

help students to understand themselves
better and to apply educational learn- ) v
ings to their actual lives. ’

During the past few years, interest in
humanistic and affective education has
soared among educators, and Wwhile
this movement is not a panacea for the
criticisms launched against education, it _
‘is a movement characterized by an un-
precedented concern with students’ '

junction with the growing interest in af-
fective education, a veritable potpourri of
structures and heuristic guidelines have .
developed: changes in school structare®®
- for example, have resulted in free schools,

open schools, and open classrooms;

changing curricula have u<ed valyes
clarification, human potential. achieve-

ment motivation, and human relations

training, .to name a few; finally the
content of some curriculums has ex-
~ panded to .include inore relevant topics

like "Human Sexuality.” “Alienation in

Society,” “Meology.” and “The Future”
(Kirschenbaum 19‘/3). The extent to

whic_h affectively oriented approaches are

significant or effective in helping stu-

dents to understand themselves better **

or relate school to everyday living is a

topical issue in the midst of being
»researched. nowadays. The implications

are clear, however, that educators must

examine and evaluate teaching programs

- dorsement of curricular offerings that and-methods’in an effort to determine

Gerald B. Skldre is Assistant Professor of Educational .
Psychology and Counseling at 'the University of Louisville

in Kentucky. Formerly an instructor at Wayne State Uni-

versity and Oakland University, both in Michigan, he was

also president of the Oakland Area Counselor Association

and the Michigan School Counselor Association.

Barry S. Markman is Assistant Dean of Graduate Studies
and Assistant . Professor of Educational Psychology at
Wayne State University in Detroit. Interests include oper- .
ant coninoning, behavior madification, statistics, and .
computer applications. Presently he is studying minority -
. group career choices undera gront from NSF. {Photo not
- available.)

~Anita Sklere, Career Education Specialist for Livonia
Public Schools, Michigan, is a doctoral candidate in .. -
Guidance and Courweling at Wayne State University. She
: S is also editor of Quest, the Michigan Personnel and - , : : §
' o ~ Guiddnce Association’s newsletter, and secretary of the : :

: : Michigan Vocational Guidance Association. ™
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(1972) have reported, for they found a
great many laypersons and educators
demanding that schools devote time to
the open discussion of life and values,

. as this Is one esgential remedy that

will enable the general student popula-
tion to gain self-understanding and self-
direction. Freidenberg (1959) has also
agreed that the most important issue
adolescents must define is the clarifica-
tion of what their lives mean to them.
Barr {1971) has even suggested that

. teachers- purposely relate their courses

to the value dilemmas of youth, with an
emphasis upon the students clarifying
their own_values with the help of the
school, and not the teaching of values by
the school.

To be sure, values are also an im-
portant “issue when technological ad-
vances are so rapid and radical. Our
youth are not only facing problems never
experienced before, but they are bom-
barded by a vast number of stimuli that
cause many unanswered questions and a
loss of direction (Barr 1971; Peterson
1970; Raths, Harmin & Simon 1966;
Toffler 1970). '

What exactly are “values™? Values are
defined in as many ways as there are
writers who discuss the concept. Even

~-76-

30, some similarities exist on this topic

in the lterature. Allport (1955, p. 90)
has stated that “"Philosophically spesk-
ing, values are the termini of our inten-
tions.” Gabriel {1963, p. 1) claims that
“values are the guides to our actions.”

¢ Concurring with this line of thought is
+ Milton Rokeach (1968, p. 160) who has

indicated that a value is “a standard of
criteria for guiding actions.” Finally,
Raths, Harmin, and Simon (1966, p. 6)
define values as "those elements that
show how a person has decided to use
his life.” Therefore, values canbe said to
be the intemalized beliefs that we live by
that give us direction in determining
the course of action we would take in
life situations. A brief gxamination of the

ive

history, use, purpose, and definitk‘:J of

“values clarification” may help to
perspective to the concept.

Why Values Clarification?

Values clarification developed out of work
by Louis Raths, Sidney Simon, and Mer-

rill Harmin (1966, pp. 5—6) with studentsv\

who had been classified as “apathetic,
flighty, very uncertain, very inconsistent,
drifters, overconformers, overdissenters,
or role players.” Louis Raths (1960)
originally developed a five-criteria defini-
tion for a value and he believed that he
could’ help youth to understand their
values through using ¢larifying responses
that would enable them to think and
verbalize their values. Therefore, the scant
values-clarification research carmied out
at that time focused on the effects of
clarifying responses upon student be-

_ - TABLE 1 -
s Ten Session Values Clarification Program
K Purpoes of Activity
Class According to
Meetings Number Strategy Valuing Process
1 . 19 Name Tags )
5 Either-Or Forced Chouce 2
20 Partner Risk or Sharing Trios 5
2 1 Twenty Things You Like to Do * . 1,2
.15 | Learned Statements Clarify learning
3 3 Values Voting . 1,25 '
8 Rank Order . \{ 12,5
10 Value Whips 1-7
4 50 Alligator River 17
5 47 Coat of Arms 1,245,6
6 7 Values Survey 1.23,5
7 23 Alternative Search 2.5
26 Consequence Search - 1,2,3
8 53 Life Line 1,2, Goal setting
) 56 Obituary 1,2, Goal setting
; 57 Two (deal Days . 6
9 | 24 Alternative Action Search 16
/ 2. Vatues Grid ’ 1-27
. 44 t Urge Tetegram 5,6
10 66 Miracle Workers R 2 3.6
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haviors (ilevan 1957; Lang 1962; J.
Raths 1960, 1962). Eventually, a number
of studies were completed that attempted
to correlate value-clarifying techniques
with behavior changes in chuldren, al-
though the positive outcomes from many
of these studies were derived from very
subjective evaluative methoeds (Bloom
1968; Covauk 1973; Jonas 1960; Mach-
nits 1960; Martin 1960). &

In general, values clarification can be
used -with: K-12 students in an attempt
to help them become more clear about
their values and thus reduce the value-
rélated disfurbances mentioned earlier.
Although the work on values clarifica-
tion originated from deliberate,work with

youth who were unclear abgut their -

values, values clarification is currently

being used with all levels of students.

The aim of values clarification is to help
studengs become more clear about their
lives, to provide them with criteria for
selecting values, and for directing their
lives, for deciding what to do with their
time, their money their energy, their
being.

The riethod used in Values Clarifica-
tion, according to Raths, Harmin, and
Simon (1966, p. 30) is for students to
proceed through a seven-step values-
clarification process. Valuing, according
to this pracess is as follows:

“{1) freely

(2) from alternatives

(3) after thoughtful
consideration of
the consequences
of each alternative

(4) cherishing. being
happy with the
choice . .

(5) willingto affirm the
choice publicly

(6) doing something
with the choice

(7) repeatedly, in some
pattern of life.

Cho%;;lng:

Prizing:

Acting:

I .

In order to assist students to explore
their values, a number of values-clari-
fication exercises or strategies (VCS)
have been developed in conjunction with
the aforementioned seven-step process.

The Study

After exposure to the theoretical and
experiential work in the area of values
clarification, we initiated ,a study ex-
ploring the effectiveness the™ values-
clarification process with high school
students. The following table lists the
Values Clarification Strategies that were
utilized in our study. The exercises
were taken from Values Clanfication A

Personne! and Gudance Joumal = -
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‘pre-post test  désign.

\)}

Handhaook  off Procneal b’?ruwgws for
Teachers wnd Students (Simon. Howe.
€ Kuchénbaum 1972) and are -se-
quenced by class meetings and 1den-
tfied by strategy number as in the text
antl are listed in Table |. The purpose
of each strategy corresponds to one or
more of the phases of the. seven-step
valuing proceés as indicated previcusly.

' How Much? How Oﬁen?

One concern in using the VCP is the

: spacing of the exercises, i.e. the “prune

problem " Is one a week enough? Are
five a week too many? It'is generally
accepted that distributed practice  is
superior to massed practice in retention
of verbal materials (Underwood 1955)
andin psychomotor, performance (Adams
1954). We corntacted Simon for his
ideas on the spacing of a t¥h-session
values-clarification program for Thigh
school students. Simon {Personal com-
munication. April 25, 1973) suggested
that one session a school day during
a two-week period would be more ef-
fective than one session a week during a’
ten-week period. Although one session a
day does not fit the usual definition of
massed practice, it is a greater massing
of trials than one session a week.

We hypothesized that the more dis-
tributed spacing of the VCP training
would allow more time {gr the students’
personal integration of the process and
URJS facilitate the clarification of their
viflues. Our study was designed to meas-
ure the effect of the values-clarification
process upon high school junior and
seniors’ clarity of values and to deter-
mine if the spacing of VCP training had
any effect on the process. The research
was conducted at Harrison High School
in Farmington,-Michigan, during the fall
semester of the 197374 school year.

One hundred and seven high school
juniors and seniors enrolled in four psy-
chology classes were given the Differen-
tial Value Inventories| (Prince 1957)
with a clarity of values section using a
Experimental
classes were treated with VCP methods
during two time sequences. One experi-
mental group was involved™ in daily
sessions for ten class periods during
two weeks and the other experimental
group was involved in one session a week
during a ten-wéek period. The sessions
were 45 minutes long.

Control groups were composed of
high school students in two psychology
classes not recelving the VCP. One
control group was pré- and postiested
at the same.ume as the two-week ex-

'gcrimental group. The other control
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group was pre- and/posttested at the
same time ntervals\ as l}\e ten-week

experimental group.
.

Prince’s Differential Values

‘- Inventory

. %
This inventory uses a forced choice
technique and consists of 64 pairs of

statements “to determine- Qme students’ -

values along a - tradmonal -emergent”
continuum. The individual must choose
one member of the pair and the higher
the score on‘the inventory- the more
traditional the values set. . The tradi-
tional valuges are categorized by Prince
as Puritan Morality, Individualism, Work-
Success Ethic, and Future-Jime orienta-
tion.. Emergent values are  Spciability,
Conformity, Relativism andPresent-Time
Orientation. -

A person who scored hlgh on the
scale would tend to befve in* hard
work®™¥®r its own sake, would be more

self-oriented, ahd would delay present

gratification far future rewards. A pér-
son who scored low on the scale would
be present-oriented, concerned with

_ group solidarity, and unde‘T more group

influence. . -

The following are’ t\Mo palrs from
Prince’s inventory. Implicit 'in the pairs
are the introductory words, "1 ought to.”

. 1) A) Work harder than most of
those in my class_
B) Work at least as hard as most
of those in my class - -
2) A) Enjoy myself doing many
things with others
B} Enjoy myself doing many
things alone . s

In sconng these items seleding/ on
questipn 1 would add to the” work-

‘success ethic; B would add to the

conformity dimension. In quesg§on 2
selecting A would add to the Indigidual-
ism component and B to the Sociability
component. Thus in each pair one
choice indicates a traditional value
scheme and one an tmergent valué.
The DV also assesses the ease or
difficulty in the selection of each pair
of values, by having the individual indi-
cate easy or difficult after each choice
point. Prince found that respondents
invariably said that the choices were
easy. Sklare (1974) increased the easy-

" difficult scale to &°5-point Likert scale,

ranging from very easy to very difficuk
This modification allows for more vari-
ablity in regponses. Lehman (1962) in
utilzing the DVI with college students
found ‘the test-retesl reliability of the

instrument. to be .70 -and its interval -

consistency [o bel.‘ii.'n)e five-point

3

clarity of Differential Values addendum
had a reliability score of 79 for the
combined control groups (Sklare 1974)

The clanty of values addendum of
the DVI provided a means of measuring
changes in students’ ambiguity or clear-
ness on their positions on value issues.

We anticipate ‘that those persons in-

volved in the VCP find it easier to make

choices between contrasting differential
values, for their values would have be-
come clearer to them. I, other words,
on the five-point very difficult to choose
position (left extreme) to the very eagy to
choose position (right extreme) con-
tinuum, those students involved in the
VCP ‘would change their résponses on
the posttest in the direction of—the
right extreme or very easy to choose
posiu“:)n. This would indicate that the

expegmental students would have clari-

fied their values as measured by the
DVl addendum. \
-

What Did We Find?

In our stu& the experimental students in
the ten-week VCP group found it signifi-
cantly easier to choose between dif-
ferential values than did the control
students (P < .05). In fact, the ten-week
control group found it more difficult to
choose on the postte};l thari they did on
the pretest indicating they had more

difficulty in’ conceptualizing their valuds °

ten weeks later. This tends to support

, the many educators who contend that our

°

youth are, indeed. confused about their
values (Sklare 1974). If confusion didn't

exist, one wouldn't expect the same value -

choices to become mare difficult over a
ten-week time span. | Tests comparing
the two-week experimental group with the
ten-week expenmental group jndicated
that there were no signiﬁcant‘iggerences
between these groups either be

after training.

~ The difference in the effects of the
vCcp 'y the expenmental groups when
compared with their control groups can
be explained in a number of ways. The
explanation mest harmonious with the
existing literature is that for the two-week
experimental group, the VCP was more
like a classroom learning experience—
a unit in a course, something to learn
but not necessarily to use. This group
also, had less opportunity time tp prac-
tice the procedure in “real life” situa-
tions. The ten-week group, having the
VCP procedure once a week during ten
weeks had more opportunity time to
use the procedure. Since their intro-
duction to VCP was not “unitized.” their

conceptual set was probably different

from the two-week group. For the ten-

: X
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week group the VCP was something to
use, a process that they had time to
thk about and assimilate: into thdf
“belief systems.

" An interesting nonstatistical observa-
' tion was made of the four groups in-
volved in the experiment While four
group4 todk approximately 45 minutes to
complete the pre- and post-Differential
Values Ipventories (DV1), the ten-week
experimental group needed only 30 min-

utes to complete the pdsttest. When -

the psychology teacher who admin-
istered the tests asked the students why
they had completed the DVl so quickly.-
they replied that they knew where they
std6d on th ﬁkues much better now
than they di ten weiks ago; there-
fore, it Was easier to answer the ques-
u‘ons related to these value issues. The

Students” verbal acknowledgements,
claiming it was now easier to make
differential value choices, further im-
plied that the distributed VCP enable
students to clarify their values.

Upon the completion of one of the
VCP sessions. a senior girl (a partici-
pantin the 10E) commented that she had
learned more about herself during that
activity than through anything she had
ever done before. A male ‘senior in the

10E commented: .
I really learned a lot about mysdand
other people from those * ions

(VCP). | like to learn by getting
invalved. | found myself realizing that
* all people think differently‘ang that -
they have their reasons, and that's
OK for them. | did hear & lot of
other peoples’ reasons fortheir beliefs
and. as a result, sometimes | changed
my beliefs aiter hearing their views.

Leaders Must Be Trained‘

We wish to note that values clarifica-
tion should not be compared or con-
_.fused with other group activities such
. as group therapy. T-groups, sensitivity
groups, or even counseling groups.
Values clarification consists of structured
activities or strategies that adhere to'the
‘seven-step process of valuing described
by Raths, Harmin, and"Simon (1966, pp.
28-30).

As the purposé of the VCP is to help

students clarify their values and not to

teach them values. people implementing
VCP strategies must be properly trained
in order for values clarification to work.
Effectively trained leaders must exhibit
. the following behaviors: they must be
acgepting and nonjudgmental, they must
be firm in discouraging students from
making negative or put-down statements
about each other. and they must pro-

‘. ' ‘3_
. (.
tect the right of students to pass or not
participate in any activity from which

. they would like to be exchuded.

As most counselors have been
trained in listening and communication
skills, the VCP method would not seem
very difficult for them to master. Coun-
selors alsq could serve as consultants
to train teachers to utilize these methods.
Likewise, counselors could conduct psy-
chological education seminars em-

‘phasizing VCP procedures with groups

of students who seem to be lacking
goals or direction in their lives. Orien-
tation programs for students new to a
school could be held. This type of pro-
gram would enable counselors and stu-
dents to better know one another, thereby
paving the way for open communi-
cation. With counselors taking a more
active role outside the confines of their
of;ces, teachers, students, administrators,
and parents may see counselors as more
viable- assetc to the total school. ma

References

Adams, J. A. Psychomotor ‘peiformance as
a function of intertrial rest interval. Joumal
of Experimental Psychology. 1954, 48, 131 -
133.

Allport, G. Becoming. New Haven: Yale Uni-
versity Pres$, 1955.

Barr, R. D. Today's youth: Cluttered values and
troubled dreams. In R. D. Barr (Ed.) Values
and youth. Washington National Council
for Social Studies. 1971.

Bloom. R. L. Development of competency
in the use of the value-clarification tech-
nique by Master of Arts in teaching interns
for the clarification of value-related problem
behavior of selected secondary school stu-
dents. Unpublished doctoral dissertation, New
York University, 1969.

Brown, R. A., and Brown, M. R. Biograph
and the development of values. Social Edu-
cation, 1972, 36, 43-48.

Covault, T. The applications of value clarifi-
cation teaching strategies with fifth grade
students to investigate their influence on
students’ self-con€ept and related classroom

-

coping and interacting behaviors. Unpublished .

doctoral dissertation, Ohio State University,
1973.

Friedenberg, E. Z. The vanishing adolescent.
New York: Dell Publishing Co.. 1959.
Gabriel, R. H. Traditional values in Ameri-
can life. New York: Harcourt, Brace and

‘World. 1963, %

Jonas, A. H. A study of the relationship
of certain behaviors of children to emotional
needs, values and thinking. Unpublished

\:;c%gl dissertation, New York University,

Kaltsounis, T. Swing toward decision making.
Instructor, 1971. B0(8), 45 - 56.

- Kirschenbaum. H. What is humanistic edu-

cation. Unpublished manuscript. 1973.
Klevan. A. An investigation of a methodology
for value clarification. Its relationship to con-

- lished doctoral

.

P

slitency in thinking, purposefulness and hu-
man relations. Unpublished doctoral disserta-
tion, New York University. 1957,

Lang. M. An investigation of the reilation-
ship of value clarification to underachieve-
ment and certain other behavioral character-
isice of selected college studéms.” Un- |
published doctoral dissertation. New York
University, 1962.

Machnits, E. A study of the relationship of
certain behaviors of children to emotional
needs and values. Unpublished doctoral dis-
sertation, New York University. 1960.

Martin, D. A study of the relationship of
certain behaviors of children to emotionat
needs, values-and thinking. Unpublished doc-
toral dissertation, New York University. 1960
Massimo, J. L. Guidance in Amencan Edu-
cation II: Current issues and suggested action.
Cambridge: Harvard Graduate School ¢ £du-
cation, 1965.

Michalak, -D. A. The dlarification of \/alucs _
‘Improving College and Umuersxty Teachmg,
1970. 18, 100 -101. v

Miller, J. V. ERIC/CAPS presents new counsel-

“ing practices: Decision-making training. Michi-

gan Personnel and Guidance)JoumaI 1972.
4, 25-28. ¢
Peterson, J. A. Counseling dnd values.
Scranton, Pa.: International Textbook. 1970.
Prince, R. A study of the relationship be-
tween individual values and administrative
effectiveness in the school situation. {npub-
‘dissertation, University of
Chicago. 1957.

Raths J. Underachievement and a search
for values. The Joumal of qucahonal To-
ciology. 196Q. 34. 422 -424. =

Raths, R. E. Sociological knowledge and
needed curticulum research. In 1. D. Mac-
donald (Eds.) Research frontiers in the study
of childrens learning. Madison. Wis.: School of
Education, University of Wisconsin, 1960.
Raths, L. E.: Harmin, M.: & Simon. S. B.
Values and teaching. Columpus: Charles E
Merrill, 1966. .
Rokeach, M. Beliefs, attithles. and values.
San Francisco: Jossey-Bass. {968.

Sanbom, M. P., & Niemigc, €. J. Identifying
values of superior high school students.
The School Counselor, 1971 18, 237 -245.
Siiberman, C. Crisis in the classroom. New
York: Vintage, 1970. :

Simon, P. Kodachrome. Recording released
by Columbia Record Co., 1973.

Simon, S. B.: Howe, L. W.: & Kirschen-
baum. H. Values clarification A handbook of
practical strategies for teachers and students.
New York: Bart, 1972.

Sklare, G. B. The effects of the values-
clarification process upon the values. clanty‘
of%alues and dogmatism of high school
Juniors and seniors. Unpublished doctoral dis-
sertation, Wayne State University. 1974
Toffler, A. Value impact forecaster —A pro-
fession of the futureyin K Raier and N "
Rescher (Ed.), Values and the lumre New
York: The Free Press, 1969 -
ToMer, A. Future shock. New York: Ban(am
1970.

. Underwood. B. J. Interference and forgetting

Psvchologqical Remew:. 1959. 64. 49 60

248 _ , ) 1 _l 1 “ Personnel and Gu. dance Joumal

v
o



@
-

g .

-79-

d

From The Pergonnel and Guidance

Journal,

1978, 57(2).

Service Delivery and High School

. < Peer Counseling Systems

by Alan M. Fink, Patricia Grandjean, Michael G. Martin, and Barrett-G. Bertolini

Earlier mtfoqales supporting peer counsyllng systems have emphasized possibilities of increased service
delivery "and innovative counseling models. An ongoing peer counseling program was studied

through questionnaires administered to clients, teachers, the general student body, and peer counselors
_ themselves. Specific attention was "directed to numbers of students served. Distinctions between formal

thd informal counseling relationships and problem content areas are discussed. Results suggested
the existence of two distinct servive delivery systems. An informal system served large numbers of
self-referred students -and dealt primarily with personal-social problems. A formal system reached fewer
students, relied upon staff referral, and addressed academic dl]ﬂcumes Implications for the design of

L
41’.

. A great deal of attention has been di-
rected in the recent past to the use of para-

professionals in a counseling role, stith:

‘programs appearing in school-age as well
as older populations. These peer counsel-
ing programs generally are derived from a
similar -rationale (Scott & Warmer 1974)
that may be seen as consisting “of three

- basic components.

The programs should first expand the
resources of school counseling services in
ten:? of manpower and range of pro-

offerings. More persons. are avail-

able to serve in a counseling role, and

nontraditional counseling models can be
created that capitalize’ on the natural

* empathy and ease of relating found in

student-to-student intéractions. A second
kind of rationale argues that training and
counseling experiences are beneficial to the
personal growth of the peer counselors,
regardless of whether these students
are experiencing adjustment problems
(Mosher & Sprinthall 1970, 1971). A
final and perhaps less' well-defined
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peer counselor programs with varying goals were discussed.

A

rationale involves the potential positive
effects of peer counseling on the social
atmospheret of the school as a whole.

. As more students are trained and model

supportive interpersonal skills in their

. relationships with peers, a school-wide
network of sensitive and empathic stu-

dents may be created.

“Two of these rationales (increased
manpower and effect on school at-
mosphere) may be seen as emphasizing

the service delivery components of peer -

counseling, the focus Testing 6n numbers

-of students sérved, and the relative ef-

fectiveriess of this kind of outreach
model. Does a peer counseling program
allow for an increased number of stu-
dents to receive services? Can a sufficient

number of students be reached to create

a geperal impact on a school poptﬂaﬁon?
Existing evaluations of peer coun-

" seling programs, although generally posi-

tive, do not directly address these ques-
tions of service delivery. Recent reviews
of the literature (Hoffman & Warner
1976; Scott & Wamer 1974) suggest
that peer counselors and other para-
professionals are often as effective as
trained professionals in their counseBng

.

are so basic to any defense of peer
counseling. Such research should in-

clude comparisons of various models for -

utilizing trained peer counselors to the
fullest and making their services as avail-
able as possible to"the students. A fre-
quent problem encountered by newer
programs, for example, simply involves
the matching of trained students with
clients in need of assistance, or more

~ generally, finding something for the peer

counselors to do (Varenhorst 1974).

The present research attempted to ad-
dress the above need by examining
the service delivery component of one
ongoing (and apparently successful} peer
counseling program. For the purpose of
the study, we assumed that peer coun-
selors were being adequately trained and.
were effective In dealing with clients.

‘What we hoped to gauge was whethdr

an_established program did, in fac},
increase the counseling resources of the
school and have any beneficial impact

upon the system as a whole. Could the

services of peer counselors be delivered
on a scale that truly justified the com-
ponents of the under:ying rationale?

efforts. There Is also’considerable evi-+

dence documenting the positive change
in students experiencing training in peer

.counseling, both in their interpersonal

skills and personal growth. Little re-
search exists, however, on the questions
of incre.:sed service potential and general
impact on a school population, which

Setting and Methode

The study was conducted in a regonal
public high school with 1,525 students.
The communities served by the school
are suburban to rural and predominantly
middle to upper class The school is

Personnel and Guidance Joumal
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generally viewed as }mvmg high academlc

standards and 1s strongly college onented

The professional counseling stalf consists
of six guidance counselors. one full-
time school pwcholog\s( a career coun-

selor. a work-study coordinator, and

an administrative director of guidance

services.
A school Peer Tutoring-Counseling

Service (PTCS) was initiated in the
spring of 1974 and was in lts third
year of Operanon at the time of the
study. Under the supervision of the
school psychologist and one guidance
counselor, the program seeks to provide
tutoring and counseling services to stu-
dents who are experiencing academic
or other adjustment problems. Peer
tutor-counsdtors are chosen from volun-
teers who are juniors and seniors; the
vast majority have honor roll standing,,
.Letters of recommendation and parental
consent of the volunteers are required be-
fore they can be selected\. Each semester,

- two groups of 20 students each are
“trained in an approximately 14-week, 28-

hour program held after school. Training
emphasizes traditional human relations
skills -—effettive listening, nonverbal com-
munication. group processes. and non-
directive coui:seling theory. Only one
hour is devoted to training in tutoring
skills specifically, reflecting the assump-
tion of the program leaders that the
tutoring role will quickly lead to a more
wide-ranging peer counseling relationship.
In theory, trained tutor-counselors
may wotk with other students either
informally or be matched formally through
the service's Yeferral system. In the lat-
ter, referrals of specific students are
made by administrators, teachers, and
guidance counselors "tor tutoring or
counseting. Self-referral is also possible.
The service is totally voluntary, and in
all cases the student is consulted be-
fore a referral is made. Upon recelving
the referral, the service matches the
student -with a tutor-counselor who s
skiled in a particular subject area and
has comresponding free Once
- trained, tutor-counselors ma§ ontinue to
serve iIn this capacity during the re-
mainder of their time in the school.
In order to evaluate the effective-
ness of service delivery, questionnalres
administered to selected tutor-
cou , clents, faculty membels, and
mem ol the general student body.
While each was tallored to its specific
group, the questionnaires generally re-
‘Quested feedback on the amount of the
respondent's contact with the PTCS,
evaluation of the service's effectiveness
and .worth to the school, and the kinds
of problems dealt with In’the counsel-

1
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Table L

Puccnu.cu of Clients In Four Improvement Cstegories: Peer Tutor- Coun.dor
and Faculty Ratings

Rating Source

Very Improved

No Change

. Improved Woree
_Peer tutor-counselor .

Academic performance” 25% 55% . 20% . 0%

Persons! .d]udmem I1T% 1% 2% 1%
Faculty v

Oversl! .djunmenl 25% 9% 36% 0%

ing relationship. A specific attempt was
made to distinguish between formal and
informal counseling and tutoring as op-

" posed to mqte personal counseling.-

Sampling procedures involved the fol-
lowing. All tutor-counselors then attend-
ing gchool received .gumﬁonnaires (N
= 79). Of the 109 formally referred
clients during the one-year period {De-
cember 1975 to December J976) 30 of

those still within the school were: ran-,

domly selected to receive the question-
naire. Thirty of a «total of 107 faculty
members were randomly selected, guid-

"ance counselors excluded. Finally, 60

students from the general student body
were drawn‘at random (20 each from the
sophomore. junior, and senior classes).

Results

The retumn rate on all four sets of ques-
tionnaires was quite hlgh (tutor-coun-
selors-95%; clients—97%:; faculty—97%;
students—92%). From the large amount
of data collected, séveral important find-

ings clearly emerged that may have .

implications for peer counseling pro-
grams in other settings and with varying

~goals. These results will be discussed in

general terms; specifics of questionnaire
ltems and statistics are available upon
request.

Effectiveness of Peer Counseling.
For the purposes of this study,. effec-
tiveness of the peer counseling interac-
tion was evaluated only through rather

‘global ratings of client improvement and

from the dient's perspective of the ade-
quacy of the counselor's skill. These
data are admittedly subjective but do pro~
vide some indication of whether peer
tutor-tounselors are at all successful..
The ‘results were consistent ‘with the
existing research literature In indicating
general dient improvement and 2 posi-
tive evaluation of counselor skill. Both
peer counselors and faculty. rated the
majority of students who had received
services through the PTCS as either
“very improved” or “improved.” (See
Table 1.) The peer counselors saw this

improvement both in’ cients’ academic

. a great deal”

. point scales ranging from

* (Fewer "than 50

- discussed.)

performance and personal problem areas:
faculty members gave only an overall

_improvement rating to those students

whom _}hqy ‘had referred in the- past.
Clients themselves were consistent in
thelr positive view,, In response to the
question ‘How much do you, think you

 were helped by the peer tutor-counselor”
(which was rated on a 7-point scale

ranging from ‘‘not at all'" (1) to “helped
obtained. On a similar scale, clients indi-
cated that they would recommend the
service to friends who were having aca-
demic or personal problems {mean rating
= 5 0) . 4

Specific ratings of tutoring and coun-
seling skills were also positive.’ On 7-
“poor’”’
“excellent” (7). peer tutor-counselors
rated their own tutoring skills at a mean
of 53. the mean for. counseling skills
was 5%. Cliegts, in evaluating the skills
of their, speci{c peer tutor-counselor,
gave mean ratings of 5.1 for tutoring
skills. and 4.5 \for counseling skills.
rcent of the client
respontients com eted the rating of
counsellng skills Yfor reasons to be

}

Numbers of Stildents Served. An
approximate measurd of numbers of
students served through the PTCS was

questionnaire. The 7
had provided formal'services to a total
of 69 clients. The mean number of ses-
stons for terminated contacts was 5.2.
An expected but still gratifying finding
was the number of clients reported as
being helped informally. In_ response to
the question “How many clients have
you helped informally since you com-
pleted training,” the peer tutor-coun-
selors reported a total of 301. An add-
tional note In the exact presentation of
this question allowed respondenls to “'In-
dude friends who have discussed prob-
lems with you, Ifyouledthatthepm
tutoring-counseling training ‘has helped
you in helping them.” This latter finding
dearly indicates that the trained tutor-
counselors also proyide an informal coun-

, determined from théz tutor-counselor

PR - ) S

(7)) a mean of 4.2 was :

(1) to |

tutor-counselors

-

-
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seling network that is available to and Table 2
utilized by peers throughout the school. Percentages of Students Willing to Discuse Probleme With Peer Counsafors
Further evidence of this Informal Ae o Faaction of Problems Ares - .
‘ t counseling network Is found in the ques- " _

tionnalre responses of the ge student i .

 Forty-nine percent of those ques- Problem Area , Mdtd'- Plohbly Probably Not Definitely Not
tioned knew a peer tutor-counselor PeT- A ademic 2% 5% 27%
sonally; 14 percent acknowledged having Personal —echool - 0% 14% 54% 32%

- “discussed personal problems with apeer - _ Personsl-home . 0% 0% “x 56% )

tutor-counselor in an informal way.” An
additional 23 percent responded with
uncertainty to this latter question. If we
assume that this random sampling of stu-
dents; taken from school: registration

- * lists, is representative of the general

student body, these figures suggest that
approximately 210 students have defi-
nitely tecetved informal services. If those
respondents who were uncertain are
included, the total could be ag high as
555, or close to one-third of the school.
Minimally, these results increase the
credibility of the peer tutor-counselor
estmate of 301 students lnfomu:ﬂy

T served. .

Differences in Service Dellvery
Models: Tutoring vs. Counseling. The '
peer tutor-counselors described their
work as equally geared toward academic
problems and ‘dient problems of a

more personal nature (e.g., socialidentity -

concemns or family difficulties). As might
be expected, however, they reported

[

that formal contacts and referrals in-
volved primarily - academic problems,
whereas informal counseling tended to
focus on more personal issues. Clent

_ questionnalres confirmed this finding.

Some clients acknowledged discussing
problems of social relationships or self-
understanding in the formal counseling
‘sessions. The majority, however, saw the
sesslons as meeting academic,needs only.
In fact, some dients commented that
they would be reluctant to utilize the
formal service to deal with personal
problems.

This - reluctance of students to dls--

cuss personal problems with tutor-coun-
selors in a formal structure is further

highlighted by data from the general

student questionnalre (See Table 2.)
‘In response to t_hgqu&stion ‘If you. wete
having difficulies in a course, would
you try to discuss them with a peer
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tutor-counselor,”" a significant percentage

- of students indicated that they would

utilize the servicee. When atked similar
questions involving personal probléms at -
school or home, however, few indicated
a willingnéss to seek help. As in the

- client questionnaire, - many responded

that they would '‘definitely not” geek
such assistance. ﬁ\
Differenceg/ in Service Dellvery
Models: Source of Referral. The sources
of dient referral also differed depending
on whether the contact was formal or
informal. Tutor-counselors indicated that’
of those students helped informally, 61
percent were self-referred. An additional
26 percent had had the contact initiated
by the tutor-counselor. Only.7 percent
were brought to the attention of the tutor-
counselor by a teacher or guidance coun-
selor. In contrast, clients who were seen
fo\rmally through the service were for the
most part referred by teachers (29%) and
guidance counselors (29%). The remain-
ing 42 percert were self-referred; no
formal contacts had been initiated by
the tutor-counselors themselves. _
_ In overview, the findings suggest the
operation of two rather distinct peer
counseling systems, both of which are
relatively effét:ﬂ*e in meeting their goals.
A formal system receives academic prob-
lem referrals: primarily from teachers and
guidance staff. These academic problems

. remain the central focus of the coun-

seling relationship, which involves tutor-
ing as the primary intervention. Both
past and potential cliehts are comfortable
with this academic and nonpersonal

. orientation. They are reluctant, hawever,

to use the peer counseling service for
more personal concerns. Trained tutot-
counselors are effective in this formal
structure, and a large group of trained
counselors is able to provide services to
a faidy substantial nur-ner of students.
Mechanical problems or matching trained

_ peertutor-counselors with referred clients

are common and do lead to an under-
utilization of this resource. (In the pres-
ent study, only 45 percent of the trained
students had actually worked with re-

- ferred clients.)

In contrast to this formal system, an

* informal network of peer counseling also

Personnel and Guidance Joumal
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exists  Within this network., contact is
intiated by etther the client or the
tutor-counselor with hitle professional
staff intervention Personal problems of
social and family relationships, identity,
vand physical problems are the usual
content areas. |.arge humbers of students
are served. totalling as high as 20 to 30
percent of the school populaton given
the large training program Effectiveriess
of the peer counseling remains high in
this context.

Implications

If in fact a primary purpose of peer
counseling programs is to deliver services
to an increaged number of clients, greater
attention must be paid to planning how
these services might best be made avail-
able. Our findings suggest that specific
models of ‘service delivery can be
matched to particular goals and target
populations of a given program. We
know, for example, that an informal

system seems well suited to serve .

large numbers of students and offers the
means for -self-initated discussion of
personal needs. A formal system can be
effective in dealing with a small target
population and staff-initiated referrals for
problems that are less personal and emo-
tionally charged. The choice of system
has implications as well for the selec-
tion and training phases of peer coun-
selor programs and the ways in which
the programs are publicized through the
school. o _

~The following guidelines are sug-
gested for a program primarily oriented
toward large numbers of clients and
projlen)s of personal counseling or
- confronttion. .

1. Emphasize the informal network of
trained peer counselors. This will allow
for greater outreach and be less threaten-
ing to potential clients.

2. In the training phase, place grgat.
emphasis on counselor Initiation of e

ips.

w l"\g process and‘ analysis of existing:

3. Select a diverse group of students
for training programs ‘that wil) make peer
counselors, available through the entire
sodlological  structure of the school.
Students from problematic or high-risk
subgroups should be induded. Although
the initial training may be more difficult,
the gaine in terms of service outreach

pore than compensate.
p":- Publicize the names of trained
counselors, thus, encouraging clients
to initiste informal contact. ™

5. Emphasize the training of increas-

ingly large numbers of peer counselors
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rather than training a sele¢t group to
higher and higher levels of counseling

skills Classes in human relations skills

might be used to augment extracumcular
peer counselor training.

Programs limited in training capacity
(and "with a more highly specified client
population " in terms of numbers and
problem areas) would require a more
structured model of service delivery.
Staff referrals for academic problems may
be an integral part of such .programs.
It is to be hoped that a formal peer
counseling program could be structured
to meet the personal counseling needs of
clients as well. o

1., Publicize the program in such a
way that self-refemral is encouraged. Po-
tential clients may be concerned about
.confidentiality, social stigma. or ability of
peer counselors to be of help. Appro-
priate *advertising”" that highlights a self-
referral process, provides information on
numbers and types of clients already
served, and discusses the nature of the
counseling process may well alleviate
these concems.

2. Keep mechanics and paperwork
of the referral process to a minimum..

3. Maintain a high level of inter-
personal skill and respect for confideha
tiality among peer counselors.

The present results provide strong
support for the claim that peer coun-
seling can serve a large number of stu-
dents through both its formal and in-
formal systems. Particularly the latter also
creates indirectly a network of supportive
relationships and positive peer models
that has potential impact on an entire
student body, given an initially substan-
tial trained group. The results also sug-
gest, however, that more careful planning
and research should go into decisions
regarding the kind of delivery system to
be employed, thus, insuring the most
effective .utilization of this concept and
the new resources that it creates. *
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Multimodal Approaches to .
Small Group Psychological Educati ion

3

Dmnn‘ the 19708, \(lmnl cotmmselors
bave piven mach atte ntion to planning
and miplementnng psschological edu-
canon pograms. The commeling pro-
tession has made some attempdt to
cvalnate these programs, and several
~wudies tBermer & Rustad, 19770 Cog-
nett, 1977, Enckson, 1977 Smith &
ronh 1975) show that psychological
cducanion can lacihitate personal
wionth among adolescents. Fhe pro-
Fesston knows relatiteh litde, however,
abean the etlects of psyehological edu-
l‘lll)ll on aldren. '

Early advocates of psychological
cducanon tor doldren were concerned
that elementary schools spent too
nugche e on cogmtive matters and
too hitle e the allective area; conse-
quenth, alfedive education programs
heune popular. Liter, Brown (1971)
tecopnzed the separaton of alledive
and cogmtive matters as unreahste,
andd developed @ concept ol confluent
cducation that emphasized the flowing
together ol cogmtion and altect m
curncila programs. .

Contluenm education programs,
however, ke alteane edudaation pro-

pratts, secmn 1o he 1oo nartow in then

ven of dald deselopment. Alghough
cmphavizing the cogmimve and alfegs

hie (|n|ll.?¥\_ these progras seetir to &
'

m-v\lml ll. any areas that are impn‘lmm
Q N .
i duldren's Iinves.

umm.u h to |nu|m|ngu al uln(.mnn

A broad-spearum

t

which takes into accotmnt other arcas ol
hunan hinctioning in addition to cog-
mition and affect, seems to be an-im-
portant next su-p in the progress ol
psychological education.

Lazavis (14973) and Keat (1976), 1n
their discussions of mnltimodal Diehan -

ior therapy, proposed a broad- .

speumm counseling model, known as
the BASIC 1D, which may have |mp||-
cations tor psychological education.
BASHC 1D is an acrgnym that iden-
tlicd seven areas of hysnan function-
ing: behavior, allect, ¥ins.mon -
ery, cogmtion, interpersonal relations,
and diet/drugs. The primary assump-
tion of the multimodal approach is
that counselors will increase their el-
fectiveness if they attend to all or most
ol the seven areas when treating
dients. Gerler and Keat (1977) gener-

_alized this notion to psychological edu-

cation and proposed that psychological
cducation willjhave greater effeas on
children it counselors incorporate fhe
BASIC 1D areas into their progrims of
psychologjeal education.

“Ihe present dtudy examined the
immedinte and long-term effects ol
two curricular pragrams of psycholog-
ical education, both of which live

kdwmn B Gerler, Jr. i an avwnstant [nu[rnm.'

Department of Counselor Fducation, North
Caredlina State l'mwrsit_y.-l(nlqgh. ’
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broad-spectrim or multimodal prop--

erties. Fhe two programs are the
Human Developmeny Program (Bes-
sell & Palomares, 1973), sometimes
called HHDP or fﬁc_Mngi(' Cnde pro-
gram, and the Developing Under-
standing ol Sell and Others Program
(Dinkmeyer, 1970), also -known as
DUSO. Both programs are widely
used by counselors who work with
children i elementary schools.

The study exdmined the eflect ol
these two programs on children's
school attendance. Although other re-
sgarch on psychologicl education has
not nsed school attendance as a de-
pendent vanable, school attendance
wits seledted here because previous
studies (Gerler & Peppernum, 1976,
Koval & Llales, 1972) show that 11DP
and DUSQO may h.nc positive ellects
on- children’s attitude toward school

L 4
_and on children’s sell-umwp!. It

scemed reasonable to expect, there-
fore, particularly in light of the tind-
ings about avitude toward school, that
participants in these programs might
attend school more regularly than
nonparticipants. In addition, Jackson
(1973) found that HHDP had significang
o I('s;l};‘ on children’s reading achieve-
ment; a result that might have come
diveatly from improyed school at-
tendance.

The thlowing is a description of the
multimodal chatracteristics of HDP and

e ¢ . )
DUSO, as well as a summary ol sonwe

of the research dealing with these pro-
grams:

The Hwman Development Program. In
HDP groups, children and-an adult
leader sitéin a' cirele and exyhange
idens abouw topies such as "l nadé me
feel happy when, o and My Inends

sometimes help me. o0 These ses-

stons, which are led either by elemen- -

try school counselors or by speciatly

trained teachers, uswally touch on each

- -JANUARY 1480 - ~ Ly

~dimension ol the BASIC 1D model
several times during a school year.
The following are some of the mul-
timodal properties of HDP: (a)
Behavior—the program gives chil-
dren opportunities to practice reflec-
tve listeming and o role-}ﬂay a variety
of important behaviors. (b) Atfect and
Sensation—discussion topics allow
children to describe many feelings in-
chiding anger, sadness, and happiness,
as well as how it feels o have “but-
tertlies in your bl()nlddl or a “spine-
tingling experience.” (c) Imagery—
HDP indudes some imagery-inducing
activities: lor example, in one session
children have a chance o imaginc 2
box of any size and to imagine what ,
the box contains. (d) Cognition—HDP
encourages children to learn$nd prac-
tice new vocabitlary for describing
their fcelings: (e) Interpersonal
relations—the rules for HDP sessions
encourage children to pay attention to
cach dther. Each child who alks dur-
ing a session, for example, is assured
that cither the leader or another par-
ticipant will reflect or restate what was
sid. (f) cht/Drugs—somc discussion
topics allow, children to discuss enjoy-
able and healthy foods; however, HDP
does not dc.ll much with cnhcr diet or
drugs,
Several studies have tried to assess

“the elfecs of the Human 'Dcvclop-/

ment Program on children. Jackson

(1973) found that HDP had significant

effects on children’§ reading achiéve-
ment. Halpin, Halpin, and Hartley
(I07' found that children infproved
MEnificantly on a sociometric measure
as a resnlt of participation in. HDP,
Harris (1976) compaved ratonal-
cmotive education with HDP, but
found no sigmbicant vesubs with the
latter. Gerler and Pepperman (1976)
stuchied the attitudes of 400 cRildren
towird the program and found that
most regarded HBP groups as ’s'&lh' .

!
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PN 1o (-\p“u-\\ fechngs n'ml that
met telt they were Iistened to at least
by Ahe teader. In shore, then, the
Human Development Progeam s a
broad speaninn program of psyveho-

lowcal education that seems o hine

some posttne eltects on dhaldren.

[he DUSNO Prognam. Vhe lﬂ{K)l’lu-
aram. bke HDP_ g mdcly'k"cd by

\lnun\(lnl\ who \unL \\ﬂh child

Copmnon -—nnfinished stories

wioups  The program exposes cnl-
then o vanen of puppetry activities,
with speaal empdrasis on - the puppet,
Do the l)ul_plh " who is presented
as nantator of the prograny “The fol-
lowing are some of the multimodal
properues of the DUSO prugf‘;;nn: {a)
Behoavior —the puppet, Duso the Dol-
phin. wodels a vanew of illliiurlun_l
behaviors for children. Also, role-
plaving activines in the progeam allow
childien 10f pracie® these behatiors,
thy Ated—the prograin encoitrages
chaldven 1o express their feelings with-
aut tear of repnsal o) Sensation —the
prociam’s recorded stones and music
Aong warh s puppet activities stinu-
Lite «Inddren'sghearing, sight. and
tonch ) hn.nﬁ'nalhc program al-
lows cinldien to magine themsehves in
a valiecty ot problem-solving and
decsion-makimg situations. bt also en-
coutages Children o talk about mental
noages that appear i dreams, (e)
in thé
program help children 1 use and ex-
plae the cogmitive processes imvalied
m deasion making and problem sols-
my o one story, for example, a boy
uoes 1o hed forgetang that he has lefr
Ins Lacvde ontade. In the middle of

the might he awakens and remembers
3

what he had done: When lln’blm\ i\ :

presented. dnldren are asked to con-
sufer whether ornot the boy shonld gu
outstdg to put away the bievele. (1) In-
terpetsonal relatons —the program

188 .
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Aruitoxt provided by Eic:

helps children to practice skills neces-
sary for eftective gronp participation.
The program’s introductory session,
Tor instance, Inghlyzhts ive hasic inles
of group discussion, including: iy
your hand, listen carefully, doo’t clam
up. stick to the point, and think 10-
gether. Some of the mnsic incorpo-
rated mto-the program stresses the
importance of these group skills. ()
Dict/Drngs —~the program provides
opportunities tor children 1o discuss
eating habits, but the program does

not ded] extensively with this aspect of
the multipodal approach..

Some studies have examined the

DUSO -program’s etfect on children.
Koval and Hales (1972) studhied the of-
feats of DUSO on primary-school-age
children living in rural Appalachia and
found that DUSO parucipants re-
ported being iore selt-reliant than
did nonparticipants, In addigion, a
study by Eldridge, Barcikowski, and
Witmer (1973) concluded thin DUSO
activitiess ity have positive etleas on
the development of sell-coneept. It
should be noted, however, that of the
three measures of self-concept used in
this stady, namely, the Piers-Tlarns
Children’s Sclf-Concept Scale, the
DUSO Aftectivity Device, and the
(.ahlmnm Test ul Personality, only the
DUSO '\Hc(lnlly Device measured
any significant effeats. Tn short, more
study needs o be conducted betore
DUSO's effect on self-concept s
known. Generally speaking. however,
DUSO seems to he a usetul approach
to psychological education.
-

METHOD
Participants

This study began in 1973 with 52 kin-
dergarten children enrolled inand,

THE SCHOOL COUNSELOR

cental Pentrsy lvania school district. As
virtnally none 8t these children had at-
tended wmsery schools or thv-care
centens, kindergarten was then firs
tormal edicational experience. At the
conglusion of the study in 1977 the
(hll(llcu had unnplcl((l the third
grade.

Procedures

The 52 children were vandomlby as-
signgd 1o four experimental groups. h
IS tmportint to note that tredtments
wed m this study were adnninistered
onhy during the first vear of the study.
In the remaining vears, atendance
Sdatcabout the smdents were collected,
“but no treasmems were administered.
Group 1. The 13 children in this
treatment group participated in the
Himan Development Program. Fhe
children pinticipated in HDP sessions
three tindes per week during their kin-
dergarten yéar, An elementary school
connselor ked the Sessions, which fasted
approximately 20 pmites each.
(.nm/; Fhe 13 chibdeen in ahis
treatment group participated m the

- DUSO program. ‘The children partici-

pated in DUSO sessions three times
per week during their kindergarten
vear. Again, an clementary school
counselor led the sessions, which Listed
approxinutely 20 minutes each.
Gronp 3. The 13 children in his
placebo group were allowed 10 pl.n

Mreely. with only minimal supervision

The children
pavtidapated in this gronp three times
per week during then kinderganien
vear. Phes phav sessions lasted ap-

by a paraprofessional.

proxinuely 20 minul'('s"‘;u'h.

Group 10 The BY children i this
gronp were designated as a0 control
group and dul not meget with one
another. y
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RESULTS T

‘Fable | presems the mean number of
school davs missed by the children in

cach group and the standard devia--

tions for each group. These data are
arranged according to treatment
Kroup and vear in school. The de-
crease in the sample size during the
last two vears of this study-was because
some children moved away from the
schoal district. As a result of this attri-
tion, some participants were randomly
eliminated from the study in order to
cqualize the groups for statistical
analysis. Kerlinger (1964) suggested
this pracedure as a satisfactory means
for equalizing groups in factorial de-
\Ig"\. .

- Table 2 summarizes the effects of
the treatment groups on school at-
tendance lor three academic years.
The analvsis of variance results in

Table 2 indicate that the kindergarten®
psvchological education programs had
signilicant etfects on children’s school
attendance during kindergarten, F(3,
18) = 156, p < .05; and first grade,

FCH A =293, < .05; there were na
significant ettects in third grade,

Table 3 shows the results of the

Tukey method (Kirk, 1968) for com-
paring the cffects of multiple weat-
ment groups. This comparison shows
the following: l)uring kindergarten,
children imolved in HDP and DUSO
had signilicantly. better schaol at-
tendincee (f <.05) than children in the
control group: in grade !, only the
children who, had participated in
DUSO had significantly better school
attendance 1 < .03) than childien
the control group. Diiring no vear of
lhi\ study did chaldren in either DUSO

~HDP auend schbol significantly
more.than children i the play group.

By the same token, during no vear of
the sugthy did '%gn -group children Ar-
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R TABLE 1. :
Mum ond Standard Deviations of Schoql Ahnmm _
(Armpd by Trestmant Group and, i;\adﬂ’nic Yur). L
B " Groupl “Growp2  Groupd  Growp d
Academic Yesr > (HW) ' \ouso) Play) : wom:ﬂ) .
Kirfdergarten® M 9.38 892 '16.08 2085
~ W=52) so 7.36 6.15 1323 “““w gy T
Grade 1 oM 6ds . 4713 ‘913 1218 -
N = 44) SD 5.23 . 389 - 844 803 ¢
Grade 3 M 578 787 . 7.44
W = 38) sD £27 8.32. 598 . 5.79

'Trutmmu wers sdministered yﬁngthu yoer! onlv

o

TABLE 2

T

Anslysis M Variance &nmmnw Table for Effects of Trutmonu e

on Sohool Nmneu during Three Academic Years

A of < - 8§ —Ms F

: ¢ > ~ ,
Kindergarten (N = 62)* - ,

Between Groups 3 1226.21 408.74 3.66°
© Within Growps  , . 48 5610.61 “114.00 '
Grade 1 WV = 44)" . - L :
© Butween Groups 3 369.70 122.23 2.93*

Within Groups . 40 1678.56 a 98 :
Grade 3 (¥ = 36) ' L o '

Between Groups - 3 -/ 3475 11.658 .30

Within Groups - 2 123400 38.66 -

. *Treatments were dminimrod durino ?leﬁil yeer onlv.
*p < .06 t; '

N & .
- "ETABLE 3 -
Rnu!u of Tukoy Method for paring Effects of Treatment Groups
A o {Kindergarten: N . 52; Gndo TN=48) ..
Soures of ‘ Mw n Megns W pf Significance
Comperieon - Kindergerten .  Grade 1 Kindorgarten  Grade 1
Group 1—Group 2 wy 183 m " ns
Group 3—Group 2 616 - - 500 - - L'y
Group 4—Group 2° 1193 745 ‘08 05
Group 3—Group 1 ' 5.70 337 ns . - ns ™
Group 4—Group 1 A 5.82 .08 ns
Group 4—er 3 - 527 T 2.48 7 S 'ni

‘ng . R

Non Group 1 il HDP Group 2is DUSO‘ Group 3 il le. lnd Group 4is Control

m! moon. couum.on _

© O e

?

R . i
Jtend sohool significands mare than

contral-group children.

mscussmu . s

||ll\ \l\ul\ eUIaS Wy \]um thunt l)l SO
and HDP, o programs with mpl-

e

MNuence
_ o III)I’

impurtance of the attecon e and cogne
domains in p\uhuln;‘u b ednca
fiom, TIRTY pnml)l( 0 \p((ulm .||nn|t
how they mlgln winrk m“ﬂnn TINYINS
Chological cdi@ation |nuu RUNNETIRIT
«hool%atendance, T I S
Ao insiee, clnl«lnn At

Y P

R et g

timodkad ])I()!)(lll(\ can have posithve

Celfects on” ehildren's \tlmul M-

Ctendimee. The study also. gives some

indication as to which donidins of the
BASICID moddel arve (‘\')f(!fl}h inthu.
ential in pnxluung the effeuts.

The sensory and lm.ngcn domains,
lor n.unpk, sceem «to be inttuential.

Ill(‘.\,(' (l()l“cllll& .ll(; Sll(\\('(l lll()l(.' lll
DUSO than in HDP. o dillerence

* which may accomnt for DUSO™ Javing

hadd Jonger Tasting significan clleas
than 1D on children's school -
tendance. Even though HDP 1ouches
all .lspuls of the BASIC 1D, the music,
storjes, colorful pictyres, and puppets
that DU S()uw\ to-stinmilate children’s
“senses and Imagery are ot incotpo-
rated in‘m HDP. Pressley's review
(1977) of the research on children's
mental imagery partunl.lrl\ shows the

importance ol the imagery domain in

- the children's functioning..

The interpersonal domain .||~n-
- seems o be an nnporl.ml part of, psy-
chological “edvication inlight of this -

stndy. -Some support. k" this conclu-

~ - sion comes from the finding that chil-
dren who were involved in psve Imlngla,

cil ecucation programs dwing this

\m(l\ did noy .men(l school .\lgnlh- '
~cantly more often than the children :
“hn*u eivedd the placeho treamment, 1

would seem. therefore, that pan of
psvehological education’ s effeciveness
stems from siinply .i“n\\m;,, childrén to
Jnteract wgnl.trlv'm!h one anmbher

el with an .ulult
ting.

N MUMyim L NS

npcul\

Coane

Phr
: pmpu:\\ iy also help Ghildyen weae
- tend school regubn by Children \\hu(ln
C U not have a well-bilaheed” diet may
1a .\lll.l" gronp set-

\hlmugh this sty (l\ d«xx not pm- :
i \ulq- .m) divect mlm mation_ahowt lhc-

.
L

encoutage MY CApress then tee TS
RCNRR 1V tf),gu |l‘lll to ane
another wilk’ !& {1 they ecome e
of-ideas and feelmgs that they lave
common. bn fact, most coynse Im\ whies

lead these . p'lug ams take it upon

" thémselves o pomt out umnnnn.nlnn N
Children who have an opportimncto '

see what they have in common with
mother are not hikels 10 sdien
from \\h.n Sullivam 11T h.f\ tetned
||u ‘e Iuwm ol tnuene W I othaor
words. these children e not Mﬂ\ to,

_(I(‘\(lup the eI ol welt- \uun and o

feriovity ahag, SOMCLINes vesulis tram

feeling unique. and thevefore’ e = 77

probably not inchied 1o .nnul schond
Pachological edacation oy S

such as DUSO and HDP conkl e

elfeers on specitic behavio s, of (it 00

-~ dren that might lead to improvedy

sthool attendance: Bath of these pros
grams, for example. belp daldien TR

practice posttive hebivions, suc s tak.

ing tens, contributing tes group ths

© dussions, and listening. M temhers

see these hehaviors as impottant in the

Acarning process, andd teachers ane

likeh o veintoree childeen who ey |nln|
these hehaviors, For these dunkbien,
|hcu-lmc \(hcml cian be a plc.nx.nu eNe

- Perienie thit they will nocinoid.

Il seems safe o sy thie eda .mmn ||
avams that help childhen to eat

ol sehool slmpl\ because the luL

[he energy to keep ap. with, other g bt
'thun ()mhculhm . (hll(lnh \\hu '
ot c\( (‘\\l\(' nmmm\ ul \m,.n m.n‘1u
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overlv actne and hind themselves
bemg pimshed hequenthy at schoal,
These children also may want o st
awan hom school, T nnhikely, how-
aver, that aither DUSO o 1HDP con-

centrates cnongh on diet 1o altect onls

dren's cating hadnts, o

In condusion, then, this study was
designed o test the eticas of DUSO
andd HHDP on children’™s school an-
tendincee. The study seems toindicate
that these programs Gin lenve signiti-
cant clleas on school attendance, In
addivon, the study provides some -
formations about which ficets of the
mulumaodal model mfnendce schood at-
tendance.
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Psychology for Secondary Schoo'ls

..

NORMAN A. SPRINTHALL

ABSTRACT: The secondary schools of this country
. have come under detailed criticism for continusng to
... promote a narrowly pedantic, content-acquisition focus

in the general curriculum. Evidence, reviewed here,
indicates that such a focus fails the pupils om two
counts: (a) intellectual development and (b) psycko-
logical maturity.

through presemt procedures or content. Recently, the

Committee on Psychology for. Secomdary Schools

(CPSS) has proposed a series of gm‘delin‘es for teacher
certification that stromgly suggests’ that psychology as
a curriculum discipline follow a’similar content-acqui-
sition model. This article criticizes such a view.
Metaphorically, it is suggested that such a curricudum
focus may constitute revisiting the saber-toothed tiger.
In this view, psychology would be passively following
in the wake of traditional educdation as simply the
newest contender for irrelevance. This article presents
a detailed rationsle ond emergent evidence for an
alternative conception for psychology as a subject
area, -a method of ‘instruction, and a professional
obligation.

For the past decade, the American Psychological
Association, through ‘its Committee on Psychology
in Secondary Schools (CPSS) and the closely allied
Human Behavior Curriculum Project, has strug-
gled with the definition of goals and objectives
for the teaching of psychology to adolescents.
The Oberlin, Ohio, conference of 1970 was the
first major step in an attempt to provide form
and substance in responSe to a perceived growing
national need for teachmg psychology. The APA
Central Office, prior to that time, had received
numerous requefh irom the field for guldance and
direction. It was clear then, and it remains clear

now, that there is a major demand for psychology
- Estimates vary, but
‘at least half ‘a million teen-

rses in secondary schools.
even conservatively,
agers are currently enrolled in such courses (Zu~
mnoilON) * :

The demand is evident:
not. The qdestions of curriculum contént and

\ ¥ol 35, No. 4, 330-347

Neither educational goal is served

“may not solve anything at all.

how_b_est to res_ponﬂ is,

The Saber-Tooth Curriculum Revisited?

University o]_ Minnesota

-

process are most difficult. On the one hand, knowl-
edgeable experts both from the discipline and
from pedagogy are requisite. Otherwise, psycho-
logu +: content .will continue to grow like Topsy
as it did in the 1960s, first in one direction, then

in another, subject to the latest fad of whimsy, -

Such extreme relativism is clearly a nonsolution.
Without some theoretical coherence, psychology
becomes simply a series of fun-and-games exercises
to spark up an otherwise dull Friday afternoon in
the classrooms of the country. Pupils and teach-
ers learn precisely the wrong concepts, @ dangerous
“pop” psychology, complete with facile misinter-
pretations of complex human behavior.

On the other hand, it may only appear that
solution is at hand by adopting a focus on hi£
quality scientific and academic goals. If academic
psychologists and professional educators are dis-
tressed by a contentless, exclusively experiential,

“pop” psychofogy approach (and rightfully s0), an

obvious immediate solution would be to feature
psychology as a hardheaded discipline. The CPSS
guidelines for teacher training, recently approved
by APA’s Education and Training Board, sug-

gest that all secondary school teachers present a -

coherent set of academic psychology courses for
certification, including general, experimental, . so-
cial,. physiological, and personality psychology, and
covering the history of psychology, researche de-

sign, statistics, and assessment and evaluation of

the individual (Committee on Psychology in the
Secondary Schools, \ote 1). But does such an
approach really ‘solve the curriculum problem?
This article contends that such a content solution
Instead, a focis on
ps;cholog) as an academic dlscnplme in such a

Bt et

thucsu for reprims should "be sent to Norman A

' Sprmlhall Department of Psychorducational Studies, Uni-
_versity of Minnesota, 242 Burlon Hall, Minneapolis, - Mm-
“nesota §545S, :

- AMERICAN PSYCHOLOGIST * ApmiL 1980 °

" Copyright 1980 by the Ammcm P.lynhulo.iul Auounnon Inc.
0003 OOOYI 80’3504 OJJGM )

*-336"

v e
-

Wt




¥ meet its particular survival needs.

-88- | ' a

narrow' sense mey be,. n fact, i\llt as much af Obycctim A Paradox?

a nonsolution as was the “fun-andpma psy-
chology.

.

Curriculum Objectives: A New Problem?

Is psychology the first discipline to face the gen-
eric qugstion of educational objectives? This is
obviously a rhetorical question. In fact, the cur-
riculum literature on” English, social studies, math,
science, and foreigit languages (the five “sacred”
disciplines in secondary schools) has long wrestled
with such questions. The problem has perhaps
been posed most vividly in a classic, The Saber-
Tooth Curriculum, which appeared under the pen
name of J. Abner Peddiwell in 1939. In ‘Pale

lithic times, a tribe ({gveloped a curriculum to
In a Flint-
stones version of Maslow's hierarchy, the tribe
decided that they couldn’t survive at all unless
they could cope effectively with the herds of fero-
cious tlgers complete with saber-sharp teeth. Thus

" an educational program was developed. The tribal

elders tecided to teach thé young how to scare

'awayq,the uﬁer: with firebrands, as well as how to

club woolly horses to obtain material for clothing
and how to catch fish with their hands from the
clear-running stream. The curriculum worked.
The young learned the skills. The tribe thrived.
But then an ice age arrived, and with it new prob-
lems. The tigers caught cold and died, the woolly
horses ran,away, and the fish disappeared into
the now muddy water. In place of the tigers came
liuge bears who were attracted .by fire. Herds of
antelopes replaced the slow-footed, clumsy horses.
Fish ran in new, schools, staying in the muddy
waters. The elders met again. Their curriculum
content appeared outdated. The children were
clearly. turned off. They wanted relevance. The
elders were perplexed. Should the children be
taught to trap bears, snare antelopes, and build
fishnets? After lengthy consideration, the com-

mittee of elders declared that the original content

was to remain the focus;

]

We don't teach fishi-erabbing ‘to cerab fish. we teach it to
develop a eeneralized anlity which can never be dl\llﬂ!kd
by mere thaining oin net-making)  We don’t teach horse-
clubinng to clult horses, we teach 1t to develop a ceneral-
ized streneth tnothe learner which he can never get from
so prosaic and speetalizad ac-thing s antelope-snare sct®

ting  We don't tyach ticerssearing o zcare tiders: we o

N . . :
teach it for the purpese of viving that nobie coyray
Peddiwell, 1939, fp 42-4%)
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Is there an effective solution for fecondary school
psychology? If psychology goes down the road
toward an exclusive ‘emphasis on academic disci-

“pline, it clearly’ runs significant risks. In fact,

at the inception of the CPSS, such a direction
was almost taken for granted. Even the title,
which then used the term pre-college psychology,
indicated that high school psychology was to
be a watered-down version of college-Jevel intro-

. ductory psychology —a conservative model most
acceptable .to the elders, surely. Certainly the ar-
-guments were and are compelling. The general

skills of objective, scientific thinking derived from

the study of psychological theories and principles .
'do transfer and generalize. The’ study of, and

learning ‘about, such concepts forms a basis for
general education in_psychology. Skills and rele-

vance are considered too transitory or-too sub- -
jective. Such a view purports to make the teach- -
ing of psychology safe for adolescents and scien-< ;

tific for the Association. Objectivity would pre-
vail. : ¥ :

" If one reviews the present guidelines for teach- ’

mg psychology in secondary 5Ch00]S there is still
strong evidence that atademic content is a major,
if not exclusive, focus.: The guidelines suggest that
secondary school teachers essentially wake. some
seven or eight college-level courses for the requi-
site academic background. And in terms of an

objective centered on content level and knowledge

base, this recommendation is most understandable.
No one favors teaching pseudopsychol(;gy. Yet,
by essentially paralleling ~the requirements for
teaching psychol at -the undergraduate and
graduate levels, secondary school psychology has’
almost by default opted for the academic-contgnt
emphasis. v

The guigglines flow from an assumption that
public sch& teaching should* be similar in con-

“tent and format to collegiate instruction. All the

required areas and topics are covered. - The only
difference seems to be that the neophyte professor
would have to study more of the same content.
Thus, the main thrust of the guidelines is toward a’
comprehensive knowledge base in general  psy-
chology, ~ The secondiry schoot teacher ideally
would he 2 paycholovist -scientist tirst; scholar (or
at lv,w() minischolar) in psyehology would be his
or her primary professional ideftification. A com-

archensive knowledye base is clearly the sipe gua

-
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pon “for the secondary school tescher.
revisiting  the saber-tooth curriculum?
If we look for a moment at an alternate con-
ception, it may indeed Seem like a revisitation.
George Miller, in his classic 1969 dictum, spoke
for the young and the lay public (G. Miller, 1969).
He made a strong statement in favor of relevant
educational objectives for psychology. Suggest-
ing that the elder professional establishment create
a new psychology that could be ‘‘given away' to
the pubhc Miller came out deliberately settmg
forth new goals. The profession was to cull its
knowledge-base armamentarium -and select prin-
ciples and practices that the public could use in
its own behalf. This propasal was. and is a tall
order, to be sure, but it does represent a remark-
able educatmnal objective: a psychology not for

Is this

§ more thmgs remain the same. A~
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dominated the lurnlng atmosphere. Pupils be-

came more extrinsically motivated, more subject to

the values of the “leading crowd’—fast cars, good
looks, athletics—the longer they remained in sec-
ondary school. They also learned that adults have
power and that children too often are impotent, are
irresponsible, and should be intellectually and per-
sonally dependent. Such a hidden agenda becomes
a major psychological education for adolescents in
a misdducative sense (Grannis, 1967; Sprinthall
& Mosher, 1971).

Are the late 19705 different from the previous

decade? Unfortunately, it appears as if the old -

recent

adage still holds—the more things change, the
vexy
series bf ‘studies of such disciplines as “English,

social studies, and science indicates that secondary -

the. profession, not for the Library--of-Congress;-- pupils_.and..curriculum, materials. remain_as_ships

. and not for graduate-student “eyes only,” but

a psychology that laypeople-could- use for -their
own, as well as the “general public’s, -welfare, a
practical psychology that would help each person

" manage his or her own life with greater effective-

néss and competence. Such a*Socratic conception

of the importance of self-knowledge -and self-

understanding is hardly new. What is new, how-
ever, is that a leading 'member of the professional
psychological establishment should espouse such
a goal in public. Also new are the implicatiots for
the curriculum and the teaching of psychology at
the secondary school level: ' '

" Secondary Schools: Th.e Context

If one examines the problems and needs of high

school pupils for a moment, one finds both an .

urgency ahd support for Miller’s dictum. In 1971,
a close professional colleague and I published 4n

“article in this Journal that described ih consider-

able degail the teachmg—learnmg problems in the
secondary schools of this country (Mosher &
Sprinthall, 1970). Our critique was admltledly
harsh. The national curriculum projects of the
19605 for example, the “new” math, social studies,
\Clence and so forth, had founderéd. The learn-
ing atmosphere in most classrooms was still far
too passive, esoteric, and pedantic. The formal
curriculum content seemed obscure- to most ; stu-
dents. The informal curriculum, gr, as it is more
usually referred to.. the hidden agenda, was edu-

cating adolescents in an ironically- negativé sense.

Coleman’s (1961) classic study demonstrated
quite clearly that questionable educational values

passing in the mght except in this case wnthout
even a look or a voice before darkness again.!
For example, Flanagan’s (1973) massive nation-

“wide study, Project Talent, found alimost no change

in teenagers’ content acquisition and understand-

ing in English literature between 1960 and 1970.

In the 1960s, .he found that less than 65% of
high school students (from a national sample of
over half a million) could understand Robert
Louis Stevenson, that only 36% could understand
Rudyard Kipling, and that less than 8¢t could
understand Jane Austen. There ‘was almost no

_ change in the 1970s. {

In social studies education, the results were
similar. Scriven (1972) found that more than
two thirds of the high school pupils queried could
not produce a reasoned argument on the pros and
cons of democracy as’a form of government. The

finding that almost 70% of these teenagers reso- -
lutely opposed -every practical instance of free

speech is hardly surprising, albeit depressing.
In secondary school science, a comprehensive
regional study by Renner et al. (1976) in Okla-

homa produced results even less sanguine than.

those in English and social studies. He found that
from 66°¢ to over 90%¢ of the students were not
able to process the concepts that form the basis
for bivlogy®ind chémistry. The students were ap-
parently learning the constructs by rote, without
the requisite understanding of generalizations.

What these studies show rather clearly is that,

curriculum content focusing on the acq'uisition of

- ——— - Ly

s VFrom Longfellow’s “The Theologian's Tale”
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knowledge does net preduce pasitive learning eut- "Cortalnly, ot » ‘”—hn, comtent -fas contestd
comes, Asking pupils to-iearn sbout ecademic sake ignores substantial parts of the learner.

disciplines in secondary schools assymes, yet does What of self-concept, personal competence and
not stimulate, development.  Material may be efficacy, value development, a sense of empathy
memorized for a test but disappears quickly from and social justice? Are the public schools in a
consciousness. One could almost say that the greater democracy not to espouse and promote democratic
the attention to a comprehensive content base, the  values?. Are value development and psychological
greater the long-term lacunae; the more subject growth to remain nebulous, relativistic, and neu-
matter covered, the less learned. And this is not _ tral goals of the secondary school curriculum? 1If
really surprising. Ralph Tyler in a series of classic  psychology joins the older disciplines to become
studies in the 1930s provocatively demonstrated yet another content to be acquired, will this beg
the weakness of an exclusive fecus on content ac- a far more important queslio'n than simply the
quisition for teaching and’ learning. He found possibility of psychology as one more ship in the
that pupils “forgot” almost 507 of content after night, a new contelder for irrelevance?

| year and up to 80% in 2 years. To underscore ' If we follow Miller’s" dictum, of course, the an-
how concrete such learning can be, he noted that swers are clear. Teaching psychology in new
most pupils thought that all.banks paid 67 com- - ‘yays coyld serve to stinulate personal and psy-
pound interest because that was the figure com- chological maturity. At,present, there is very little

""" - ’“"mO“H‘*-!;SednimmtbOOk-‘txamplCS._(.I‘yjnr,,,.1.‘231)...“_.Q\Li\dﬁm_ff*lh.él.!w&uch_.ﬂg\geIOpment occurs. It is clear

McConnell's (1978, p. 160) recent comment in the now, as it was in our review of the 1960s, that
American Psvchologist is simply a more personal schooling .cannot remain neutral on the question
account of content-acquisition failure in the form of value development. ‘A head-in-the-sand ap-
of Lowell Kelly's hitchhiker. - proach does not eliminate the problem. Public

We need, then, to reconsider the focus of high - schools have for too long assumed that psychologi-
school psychology. Does the teacher really need to  cal -maturity, and democratic value development
master the content of nine or ten undergraduate occur either. automatically or, preferably, immacu-
psychology courses for the requisite knowledge lately. Such a .cop-out, of course, simply turns
base? If such is the case, aren’t we in for a re- . over the process -of developnient to other social
cycling of failure? In'the 1950s and 1960s, the sec-  forces, such as the peer group, the community,
ondary school classrooms ‘were ﬁ]led wi[h a cadre and/or the adverlising media. = Studies since Cole-
of Masters of Arts in Teaching—the famous Con- man (1961) have continued to confirm that values
ant MAT plan, funded generously by the Ford are learned very deliberately during adolescence
Foundation. Subject-matter expertise was ex- and, in many cases, with negative consequences
pected to upgrade the schools. Accuraté and com-  (Coleman et al., 1974: Mosher & Sprinthall, 1970).
prehensive content would flow from improving the In cynical language, Olafson (1977), an eminent
scholarly competence of the teacher. Yet we now educational philosopheg, has recently urged that
kniow the conception too narrow, as has been the school give up its role as a ‘“‘crash course re-
pointed out elsewhere‘?ﬁosher & Sprinthall, 1970). . capitulating the cultural history for the benefit of

'Will psychology fall victim to the same (however latecomers” (p. 196).

well-intentioned) error? *

If+the schools follow the content model, is this Promoting Human Developm
a not-so-serioys case of benign neglect? After all, John Dewey Revisited [A
if at least, say, 25%¢ of the pupils do manage to Naturally, a generic question emerges: Should the
learn in school. then let’s concentrate on those public schools seek to promote.and stimulate value
adequate learners. Not everyone is cut out to be - _ ' '
a scholar, or so this view might suggest. Aside - '

view also neglects another extremely serious conse- hall (1970). cach critic group has its own best candidate—
’ ! * the bomb, the dembse of the cxtended tamily, too much

.., . ek ne e ' . . - .. e i
quence of mizeducative school programs. What is television. urbanization, ghe anti-intellectual tradition, and

the psychological and personal impact of such pro- © sv on. Given the numbtr of 1 apils apcnld in schoul
: . buildings. however, the, general cufy ulum (incluwding con-

) ~ % A * . 1 -
Rrams: Does veneration of the intellect for a few tent, teaching strategiys. and classroom atmosphere) must

have negative psychological consequences for all?  Dear a major responsipility”
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dmlopmenl? When Miller spoke of giving pey-
chology to the public, was he simply engaging in
rhetoric: when he added, “to promote human wel-
fare”? Can we conceive of educational and cur-
riculum goals in value-free domains? Miller,

seems clear to me, was iff the tradition of Dewey
when he explicitly linked th8é objechve of his credo
to such democratic pnncnples as the promotion of
human welfare and the development of the self.

» This view is ‘not the same as the tiresome di-
chotomy that has plagued psychology and educa-
tion for too long, namely, science versus human-
ism.  As Wertheimer (1978) has so concisely
demonstrated, humanism in such a context be-
comes a logical absurdity. Humanism or human-
istic psychology, which extolls process -variables
and excludes objectives, falls into a philosophical
cul-de-sac. Or as Kohlberg- (1969) %has put it,
humanism is simply a more modern version of the
old-fashioned character. traits as a bag of: virtues,
To be authentic or spontaneous, or “‘real” or free,
or whatever is the latest catchword, is really no
different from the old-fashioned character traits of
the Hartshorne and May (1928-1930) studies of
the 1920s. Thus, a psychology that holds ob-
jectives of promoting human welfare is.from a
different tradition and epistemology, is not simply

a brand of humanistic psychology. This is an.

important, not trivial, distinction. Otherwise, such

a psychology for secondary school pupils will be

written off as some vague notion of personal
growth or adjustment. _
Instead, it may be possible to adopt a cognitive-

-t
developmental framework for goals and objectives mental stages and sequences. S
that do not beg the value question nor fall into ‘
the trap of relativism. The creative work Contemporary Cognitive-Develomental
Dewey forms the benchmark for theory and prac- Theory
tice in this vein. He noted, long ago, problems .
that could be anticipated from a contént-acquisi- What the contemporary theorist-researchers dem-
tion focus. With just a touch of irony, he com- onstrate is that there is a similarity in form across
mented that fate must have smiled on the geog- a variety of domains with content variations ac-
raphy curriculum developers of his day by creating cording to the speciic domain. For example,
five -continents, “because starting in far enough Table 1 represents ih highly simplified form a
along the course, it was so easy, that it really variety of theoretical stages of development.
seemed natural, to give one continent to each There are similarities and differences, according
-

grade and then come out right in eight yvears”
(Dewey, 1956, p. 103). Such traditional education
was simply, in Deweyv's words, “‘inscribing records
upon a passive phonographic disc to result in giv-
ing back what has bheen inscribed when the proper
button is pressed in recitation or examinnz\‘:_
(from Archambault, 1964, p. 7). Apparently, the

L omaa

9. [ ‘ .
r

19th-century. traditionalist curriculum developers
were as busily revisiting the saber topth as were
some of those in this century.
2In plice of a content-centered education, Dewey
proposed that human growth and development be-
come the aim of education. “In the first place, it
is a process of development of growth and it is the
process, and not merely the result that is impor-
tant . . . an educated person is the person who has
the power to get more education” (from Archam-
bault, 1964, p. 4). In other words, if we define
and know what development 15, then we may know
what education ought to be.
sarily a naturalistic fallacy but rather a closely
rea~wed argument, clearly described in detail
elsewhere (Kohlberg. 1969). Dewey's concept of
the nature of the stages and sequence of human
'growth'formed a critical bridge between the pro-
cess of development and educational goals.
Dewey’s iramework for progressive education,
of course, failed. ‘There were multiple reasons
for this, which have been detailed very well by
Cremin (1961). At least part of the failure was
due to the incomplete psychological knowledge
available during his time. The recent impressive
work by a variety of contemporary cognitive—
developmental researchers, however, validates and
gives new impetus to his original.views. By pro-
viding detailed information on the content and
structure of the multiple domains of psychological
development, contemporary theorists are flling
in the gaps and advancing more accurate successive

approximations ‘to critical, definitions of develop-'

to theorists, as is obvious from the table. How-
ever, as all the definitions of stages imply, higher
stage  developpent represents a most important
. . )

)

*3A more complete account ot the contributions of
Dewey to a cognitive -developmental framework can be
dound in Sprinthall and Mosher 11978).

\

This is not neces-%

-
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TABLE 1
Domain of Developmental Stages
Theorist Piaget (1961) Kohlberg (1969) Loevinger (1966) Hunt & Sullivan (1974) Selman (1976)
Domain | Cognitive Value/moral Ego-sclf Conceptual Interpersonal
Tt Sensorimotor Obedience-punishment  Presocial, impulsive  Unsocialized,.impulsive Fgocentric
Preoperational Naively egoistic Scli-protective Concrete, dogmatic Social infurinational
Concrete Social conformity Conformist Irpendent, abstract Self-reflective and
' : mutual
Formal substage 1 Authority maintaining  Conscientious -— Social and conven
’ tional role taking -
Formal substage 2 Contractual, legalistic  Autonomous Self directed, nl;stracl\ ot
Formal substage 3  Principled orientation  Integrated - -

goal.* From-a developmental point of view, higher
stage functioning is “better” than lower in the

o e et v S s ammami s e kS e o e e £ e

long run. Higher stage process is niore complex,

‘takes in more. variables, represents more compre-

hensive “cognitive ‘problem solving, and is more
aesthetically harmonious. Heath (1977) uses a
broad construct, psychological maturity, to denote
such a goal. At higher levels of psychological ma-
turity, an individual can think more critically /logi-
cally, scientifically. Also, such a person can think
intuitively /creatively, for example, both conver-
gently and divergently. Similarly, in other  do-
mains of functioning, higher stages comprehend
more complete proceésing.. For example, in the
value realm, an individual can role play and em-
pathize with the emotions of a wide variety of
human beings and can process moral dilemmas ac-
cording to standards of democratic justice. Simi-
larly, in terms of the,self, higher stage functioning
permits a clearer dizrentiation and ingegration of
self and others, a sense of both individuality and
interdependence. Bakan (1966) ‘views such a
process as the ability to fuse the apparent para-
doxes of human functioning; hi§ terms are agency
(self-direction) and communion (relationships).
Other theorists use similar constructs to describe
higher stage functioning as more complex, more
humane, .more subjective, and more objective (a
description that is, one hopes, more than a psycho-
logical version of having one’s cake and eating it,
too). For example, Allport (1968) used the
phrases “tentative  vet committed” and “whole-
hearted but half-sure,” implying the ability to

'-puzzle through the tough problems of living, to

take a stand. and yet to remain open to posgible
revision and new information—making successive
ap.pmximauions. In the light of such constructs,
the apparént dichotomies that have ‘plagued us for
so long in -the scientist-humanist debate can be
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resolved through a developmental framework. At
higher and more complex stages, humans can

These are clearly value-laden issues. The soph-
istry and relativism that hold all positions to be
equally valid do not constitute a cognitive-develop-
mental view. Moreover, it is clear from any
reading of higher stage functioning that there i
an obvious cultural context with respect to demo-
cratic principles. The Jeffersonian principles of
human dignity, of respect for human personality,
of self-development, of responsibility to the com-
mon good, and of freedom and equality for all Tre
embedded in higher functioning that is more cog-
nitively and morally complex. Dewey, of course,
along with other .19th-century educators such as
Horace Mann, saw the cleanftonnection between
the goals of free public education and the needs
of .a democratic society. Dewey (1950) noted
that all social institutions have a meaning and a
purpose: . s

A .
That meaning is to set free and to develop the capacities

of human individuals, without respect to race, sex, class

or econo status. . . . The test of their value is the
extent to Jwhich they educate every individual into the
full statdre of his possibility. (p. 147)

Educational Goals: Academic Achievement
or Psychological Maturity?

Yet. does it make a difference to espouse such a

~'goal for schooling as,ps‘ychological.muturity in-

¢ 1 am iully aware that not all cognitive developmental-
ists would agree.  In fact, Loevinger has consistently as-
serted that her “eqo™ construct is the master trail, sub-
sumine “all other domains of development,  There s, ol
course, no empirical evidence in support of such an asser-
tion It seems more reasonable at this poinl to consider
cach domain as both somewhat separate and yel somewhat
related, 2 more conservative and congenial interpretation

than the master trait chory. ‘
BEST (9PY M ABLE
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stead of the more traditional acquisition of aca-
demic content? Does ‘success in living relate to

'graqe point academic achievement? This is ad-

mittedly a most difficult research question because
of the complexities involved in defining success in
life. There is evidence, however, that life skills
and success after the completion of formal educa-
tion are moré closely related to psychological ma-
turity than to scholastic aptitude or grade point
achievement. A Ford Foundation study of col-
lege graduates over a 16-year span (Nicholson,
1970) indicated that scholastic aptitude and grade
point average were not related to life success mea-
sured by a combined index (inclusion in Who's

Who, peer judgment, advanced graduate work).

o

“w’ifh'*fmr“oveﬂappingwdesign'fand~sampl&-—s’mes—~ef~--—Somehow,—-t-he-educauonal..esiablishmem_-.has._cnn;

400 to 500 students, the study did indicate that
secondary school counselor/principal recommenda-
tions based on estimates of personal and psycho-
logical maturity were effective predictors of suc-
cess ndt only for college itself but also in the fol-
lowing years. These so-called high-risk students
presented SAT scores some 150 points below the
scores of comparison groups.

More recently, Heath’s (1977) longitudinal
studies with college-age samples reached similar
conclusions. Carefully identified gonstructs, such
as ego maturity and competence, were found to be
significantly gelated to a broad and manifold defi-
nition of life success, whereas ‘acalfemic achieve-
ment was not. The ability to symbolize one’s ex-
perience, to,act allocentrically with compassion, to
act autonomously with self-control and a disci-
plined commitment to humane values—these char-
acteristics formed part of the core of psychologi-
cal maturity. Ironically, .Heath -(1977) foul{d,
especially for the Americans in his cross-cultural
study, that '

adolescent scholastic aptitude as well as other measures of
academic intelligence do not predict several kundred mea-
sures of the adaptation and competence of mem in their
carly thirties. In fact. scholastic aptitude was inversely
related in this group to many measures of their adult
psvchological maturity, as well as of their judged inter-
persanal competence.  (pp 177-173)

After reviewing multiple studies on childhood
predictors of adult performance, Kohlberg (1977)
concluded, that academic achievement in  school
makes no independent contribution to successful
life adjustment. Instead, he fougd that indices of

psychological development do predict success—in

this case measured by occupational success and ab-

R 4

sence of crine, mental illness, and \inempl/oyment,
or by expert ratings of life adjustment.

. Finally, McClelland (1973) very clearly sug-
gests that success in living has little relationship to
mastery of academic content. Noting the educa-
tional version of Catch 22, he underscores the
point that although scholastic tests may predict
grades in school, grades do not predict success in
life. He quotes from a series of studies of suc-
cessful performance in jobs as varied as bank
tellef, factory worker, air traffic controller, and sci-
entific researcher as evidence of the unpredictabil-
ity of success. As a result, he too suggests that
psychological competence is a far more significant
educational . outcome than is content acquisition.

fused mastery of academic content, originally

viewed as a means to an end, with the end itself,

namely, successful citizenship in a demogratic
soq\iety.

Essentially, then, one of the glaring difficulties
of present secondary school curricula is the singu-
lar focus on confent memorization. As Coleman
(1974) has so dramatically suggested, the children
have outgrown their schools.

Towarda Balanced Curriculum

Given the extent of the problem, what are pos-
sible solutions? In the long run, criticizing school-
ing is cheap if we stop there, and yet new solutions
are not easy. Since the publication of the 1970
article .in the American Psychologist (Mosher &
Sprinthall, 1970), a series of programs have been
tried out as models for *‘new education.” These
studies, taken as a whole, provide support for the
contentjon that school programs can be designed
that stimulate psychological {ego) and moral ma-
turity and academic understanding by adolescent
pupils. In other words, a synthesis is -possible to
promote psychological growth (the understanding
of self and others in ‘increasing  more complex
modes) as well as the acquisition of concepts and
principles. .o

To accomplish such a dual objective—a de-
velopnwma‘\ synthesis—requires broadened con-
ception of curriculum approaches. Studies indi-
cate that, at.a minimum, there is a need for bal-
ance between “real” experience and intellectual
reflection. In other words, curricula should in-
volve a consistent interplay between actual, real-
world application and intellectual analysis ol the
principles and concepts involved. Learning psy-

. . ‘ . . f' ) . . )
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chology by doing psychology is a somewhat super-
ficial, yet accurate, description of the approach.

The problem and challenge for educators is to
construct programs that include a balance between
the experimental and the intellectual. ExXperiential
learning by itself is as arid an approa‘cﬁ to‘learn-
ing as is the more traditional content focus. Ado-
lescents, on their own, will not necessarily “learn”
anything from so-called action learning programs
(e.g., serving as community interns, teachers’
helpers, etc® if there is no systematic intellectual
examination and no readings to help illuminate
the possible meaning of such experiences. For ex-
ample, a recent study by Exum (1977) compared
combinations of modes of teaching’psychology at
the junior college level. He reported that a con-

- tent-only focus was as ineffective as an experi-

that it is possible to design secondary school pro-
grams that achieve psychological objectives—pro-
moting human growth and development.

Figures | and 2 show the results of a series of
courses using indices of psychological growth on
both the Loevinger (1966) ego development stages
and the Kohlberg (1969) measures of moral ma-
turity. These classes _for adolescents involved
actual experience in applying psychology plus a
seminar to stimulate intellectual analysis. Dowell
(1971) and Rustad and Rogers (1973) instructed
in counseling psychology with applications in peer
counseling.  Mosher and Sullivan (1975). Cog-
netta and Sprinthall (1978), and Exum (1977)
instructed in oeducalional psychology with appli-
cations in cross-age teaching. Hedin (1979) em-

ential-only approach when an index of psychologi-

cal maturity was employed as an outcome measure. -

His results in general cross-validatéd a series of
studies at the secohdary school level. These
studies provide empirical suppdrt for the contention

community internships in health-care psychology,
plus weekly in-class discussions and readings. In
all cases, the students in the experimental pro-

grams improved in their levels ‘of psychological: %

j -
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Figure 1. Changes in students” psychological maturity, measured in terms of
s Loevinger's ego development stages. for six programs in psychological education.
(Loevinger stage scores were converted to a- lO-pginl scale for the statistical analyses,
Numbers in parentheses represent the numerical score. Al probabilities are reported
for one tail. E = experimental; C = control. **These programs were year-long

classes. The other four programs were from 12 to 14 weeks long.)
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Figure 2. Changes in students’ psychological maturity, measured in terms of
Kohlberg's moral stages, for five programs in psychological education. (E = experi-
mental; C = control. *Cognetta and Sprinthall and Hedin used an objective version
of the Kohlberg Moral Judgment Interview developed by James Rest at the Uni-

versity of Minnesota.)
maturity when compared to either randomized con-
trol groups or intact comparison groups.?
Content acquisition was specifically tested in two
studies. Concepts of child development were
taught through a seminar-practicum” method (one

‘morning per week in a preschool, plus 2 hours

per week in class). At the high school level, em-
ploying a knowledge of child development tests,
the seminar-practicum sthidents demonstrated a

. substantial "increase in their understanding on a

pre- to posttest basis (Greenspan, 1974). In a
related study, Preuss (19761 found that the levels
of coghitive complexity of pupils’ “talk™ in their
seminar discussions moved -from concrete to ab-
stract during the lagter phases of the emingr. The
tilk was coded and rated blindly accordige to levels
oi thought complexity.  fuch studies provide ini-
tial evidence that o balanced currichum can in-
Nuence not only peychalovical  mataration level
but also the domain of content and complex think-
ing skills. _

The programs noted (as well as others cited in

N

D. ;\Iiller., 1977) were conducted in a variety of
school settings, both urban and suburban, and with
pupils from a full range of socioeconomic back-
grounds. Some variation was necessary in the
amount of teaching structure employed in the
seminars, yet on an overall basis, the results were
consistently positive across class and school as
long as there was a balance between real-world
application and the psychological ideas‘to be
learned. * _ _

Thus, a reasonable, tentative, vet supported,

conclusion is that teaching aspegts of psychology

'

“In natueal-settine rescarch it is not always possible to

convinee secondary school principals of the advantaves off

true randomized dsstanment: I such cases we followed
Gage's (78 stegestipns and used comparison classes,
conducted at the -:;\nu"ﬁmc..\\ith pupils who velunteered
tor cowrses in the same way as pupils did for the experi-
muental courses  The actual results were the same in cither
case. The Hedin (1979), Exum (1977), and Mosher and
Sullivan  (197%) studws used randomly assigned groups,
while the other su{siics used infact comparison clisses,
-
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to adolescents can be accomplished in such a way
as to promote psychological as well as intellectual
development. At the same time, it would be fool-
hardy to suggest that the formats noted here
represent the single best method. There are, ob-
viously, numerous other J)ossibilities that mayalso
result in productive outcomes. For example, the
new modules from the Human Behavior Curricu-
lum Project {Note 2) may offer anotifer promising
method. Those materials were developed on site,
in schools, by teams of psychologists and teachers.
If those learning experiences can be tied to appli-

cations, and sequenced, to meet Dewey’s concept )

of consecutiveness, then the project may achieve
the dual objective of student growth and intellec-
tual development. In any case, these are only
beginnings indicating what may be possible. Cur-
riculum materials and instructional strategies can
be developed in a broad range of areas, which may
achiéve broad psychological maturation objectives.

"~

Hard Choices |
The crucial point is really twofold. First, there

is evidence from a number of studies that second- °

ary school psychology does not have to face a

Hobson'’s choice between academic psycholégy and

nothing: Second, the Americgn Psychological As-

‘'sociation, through its appropriate divisions and

committees, needs to sponsor and legitimate a -

comprehensive focus for secondary school psychol-
ogy. Thus, rather than produce a safe and scien-
tifically respectable set of guidelines focused on
academic content, it would be important to reset
the teacher-education goals.
ten college-level psychology courses, secondary
school teachers would need competence. in class-
room strategies apd procedutes at least equal to
or greater than 'competence in specific subject
matter. In this regard, I agree with Gage's (1978)
most recent summary. He notes that even at the
secondary school level, the effective teacher be-
comes “in substantial degree a humane facilitator

of student interaction with instructional material:
thus the kinds of ‘teaching skills' "that are most

effective in helpbing students use specialized teach-
ing materials” will always be needed and appro-
priate, regardless of subject matter” (Gage. 1978,
p-73). ' : -
Without equal time and emphasis on.the kind of
teaching as well as the new materials that an ex-
panded psychology  cutriculum  needs; the broad
and significant human goals may not be reached.
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Instead of nine or.

Of course, this also means that hard choices must .

be faced. It would be a nonsolution simply to ex-
tend the present guidelines to indmde a major new
emphasis on psycholog'icél maturity in addition to
the present eight or ten content areas. “Such a

‘decision avoids the central issues, as well as being
almost totally unrealistic for either pre-service or

in-service teacher education. Some trade-off is
clearly necessary for a balance. There must be
some reduction in the content required in exchange
for a greater emphasis on the techniques- and
strategies for a psychological developmental objec-
tive. This does not mean turning the teacher into
a clinical psychologist. It does mean emphasizing
a teachersrole that aids the pupil in coming to

_terms .with. the.polarities -so elegantly --noted -by

Bare (1974):

X ;o
Viewing the issue as knowledge of sclf or knowledge of

others, one sees a problem unigque to psychology

The study of consciousness was the study of me with
the hope of understanding you; the study of behavior is
the study of .vou with the hope of understanding me.

- (p. 6)

Without both domains, the issue and indeed

‘the opportunity unique to psychology will be lost.
Clearly the learning atmosphere and present cur-

riculum-content focus in so many secondary schools
miss the central objective of psychological growth.
The opportunity unique to psychology, since both
content and, focus are still emergent, would be to
opt for the ‘objecti}re§ now desperately missing.
The answers to the problems of secondary school
psychology are not in. The fear is that the cur-
rent CPSY guidelines may reify only one solution.
Instead, we need to sponsor an increasing number
of school-based tryouts as well as generally to legit-

imize needed research and development work. Some

new materials and teaching strategies are barely
surfacing. We need to expand such efforts, in-
cluding careful field assessments. The programs
from the so-called Deliberate Psychological Fdu-

cation projects serve only to indicate that at least -

one alternative ix possible.  Obviously there must
be other approaches that could stimulate psycho-
logical maturity as well as content mastery. A

major effort is urgently needed now o spur crea-

tive solutions to such requisite curriculum develop-

‘ment,

e

Summary: But What of the Pupils?

Drawing on 2 large number of studies and expert

o

'cniinwn(ary\ 1 have tried to make a strong vise
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for a new role for psychology in secondary schools. -

In seeking to prevent the encapsulation of psy-
chology by traditional content-centered secondary
school subjects, I have suggested a rationale,
supported by empirical data, that psychology for
secondary schools can and should seek broader
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cence may indeed lead to atrophy and arrested
growth. Reforming the process of instruction in
secondary school psychology will not, in and of
itself, save the schools from their current plight.
It will, perhaps modestly, at least serve as a model
of how things can be done differently. Tinkering

objectives. [In fact, implicitly, I'm suggesting that  adjustments 1o the current model of content ac- *
“new education” in the form of psychology take quisition will not do. Psychology in the secondary
the lead in modeling and demonstrating needed schools can rise to a far greater challenge, the
cducational reform. A singular focus on content creation of relevant learning experiences that will
acquisition can too easily become an elitist ap- stimulate both psychological and intellectual
proach for the top third or so of public school ‘growth in order “to promote human welfare.”
teenagers. The public schools, however, are for - ' '
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our assumptiont concerning scurriculum and in-
struction as those issues relate to the develnpmen-
tal-stage potential of adolescerits. Failure to ade-
quately respond to the legitimate educational needs
of the entire adolescent (the whole teenaver) i3
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